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ABSTRACT
During the past two decades, several important lines of inquiry have been 
developed to study the complex organizational and learning environment features of 
schools. In addition, researchers, theorists and educational policy makers have become 
increasingly concerned about educational reform and change, and with establishing 
linkages between educational improvement efforts and the effectiveness of schools. The 
extant school effectiveness and effects literatures have primarily focused on student 
achievement as the school outcome/productivity variable of concern. Alternatively, the 
literature on the study of schools as organizations has primarily focused on the 
measurement of school organizational, cultural and environmental variables and linkages 
of these to the efficiency, adaptability and general productivity of schools as 
organizational units. This study addresses the need to develop more comprehensive, 
integrated conceptual frameworks for studying schools that utilize multiple indices of 
school effectiveness, and that link these indices to school organizational, environmental 
and personal variables.
Teachers (n=1041) drawn from fifty three schools in a large, urban/suburban 
school district in a southeastern state participated in the study. Survey data were 
collected using original measures of teacher self and organizational efficacies and 
characteristics of the professional learning environment of schools, and a revised 
measure of teacher receptivity to change. These variables were subsequently linked to 
multiple indices of school productivity, holding power and organizational effectiveness. 
The study variables were organized, and exploratory data analyses were completed in
xiv
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view of a Model of School Change and Effectiveness (MSCE) specifically developed 
for the study.
Major results of the study showed that the measures of teacher efficacy and the 
professional learning environment characteristics of schools demonstrate adequate 
construct validity and reliability. Primary linkages in the MSCE were established 
between the teacher efficacy and learning environment variables and school 
organizational effectiveness, rather than student productivity (achievement) and school 
holding power (student attendance). The empirical structure of the teacher efficacy 
measure suggested that self and organizational efficacies become unitary teacher 
perceptions in view of a history of repeated school failures. Comparisons of results for 
between and within school analyses documented a series of important methodological 
and conceptual concerns for those pursuing research on schools as organizations and 
school effectiveness. The importance of integrating quantitative and qualitative 
methodologies and various units of analysis in future research to establish greater 
sensitivity to school context variables was noted. Implications of the findings for future 
theory development and research on schools and for integrating existing, multiple lines 
of inquiry on school effectiveness and effects were given.
xv
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CHAPTER 1: INTRODUCTION 
Overview
The national focus on education during the past decade has resulted in many 
policy based initiatives aimed at improving education. Such emphasis by policy makers 
has succeeded in creating a general climate in education that has largely been 
characterized by perceptions of the need for school improvement and has resulted in 
numerous and often omnibus educational reform packages initiated at the national and 
state levels (Wang, Haertel, & Walberg, 1993). Historically, major educational reform 
movements in the United States have been characterized by short-lived, political 
endeavors initiated by forces external to schools which have left the larger educational 
context only slightly altered, and which have produced negligible changes in schools 
(Murphy, 1990). In response to a proliferation of various national reports concerning 
the state of American education (e.g., Equality of Educational Opportunity Study (1966) 
(Coleman report) (EEOR); A Nation at Risk. 1983 (NCEE); A Nation Prepared: 
Teachers for the 21st Century. 1986 (CFEE); Time for Results. 1991; and most 
recently, America 2000. 1993, (U.S. Department of Education), federal and state 
governments have initiated a significant number of policy-based reforms during the past 
three decades. These thrusts have often been viewed as waves of reforms and shifts in 
themes have been evident across decades and foci for change have moved from surface- 
level concerns (e.g., materials, equipment) to systemic elements of school organization 
and structure (e.g., site based management, shared decision making, decentralization) 
(Cuban, 1988; Fullan, 1993; Murphy, 1989). These shifts in themes, combined with
1
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the relatively short life of most policy initiatives have contributed to views of reform 
in education as largely a faddish enterprise. Such faddism has also, perhaps, been a 
result of the public quick fix mentality, which has been directed at curing the perceived 
educational ills of schools in response to competitive concerns among industrial nations. 
However, initiating frequent changes in policy to accommodate faddish innovations is 
a practice which is quite contrary to what is known about the gradualness of change 
processes in complex social organizations. When viewed retrospectively, however, the 
shift from first wave (surface level) to second wave (systemic) reforms, did seem to 
indicate the emergence of an apparent realization of the complexity and 
comprehensiveness of schools as social organizations and, thus, may have set the stage 
for consideration of the intricacies of change processes facing educators in schools for 
the 21st century (Fullan, 1993).
Studies of school change have typically focused on effectiveness of policy rather 
than on the complex issues associated with change processes in schools. Studies of 
organizational processes in schools have employed a variety of comprehensive 
organizational theories of open social systems (e.g., Bidwell, 1956; Etizoni, 1964; 
Getzels and Guba, 1957; Parsons, 1954), which have provided useful frameworks for 
investigation of complex interactions in schools as formal social organizations. For 
example, Getzel’s and Guba’s social-systems model of organizations has been 
particularly useful in understanding school organizational environments in terms of both 
institutional and individual dimensions and in explaining organizational behavior as an 
outcome of the interaction between these dimensions. Such interactions have provided
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
a basis for sociopsychological theories of group behavior in which individual roles and 
personality and organizational dimensions interact. Thus, behavior in a social system 
such as a school can be explained in terms of the interaction between role 
(expectations), and personality (internal need structure of an individual), or B=f(RxP). 
Organizational behavior is thus determined both by the needs and interactions of the 
institutional factors and individual factors. Such behavior is exhibited as the group 
responds to inputs from the environment (e.g., reform policy) which, in turn, contribute 
to system outcomes (e.g., school change and effectiveness). Thus, approaching studies 
of school change and effectiveness from a social systems theory perspective seems 
useful as elements of culture, climate, and personal and institutional factors interact to 
accept, reject, or absorb innovation attempts.
Other difficulties in research on school organizations have been noted, 
particularly studies of school change and reform, in attempts to generalize results of 
variable relationships across schools to predict or explain outcomes in ways that 
contribute to either theoretical or practical understandings of school organizations. For 
example, early school effectiveness studies, which were initiated largely in response to 
the Coleman (1962) report, first focused on school improvement and policy-responsive 
strategies for enhancing effectiveness (Richards, 1991). Perhaps, as a result of calls 
for equality of educational opportunity and greater equity and efficiency of services, 
early effective schools research pursued somewhat of a utilitarian strategy that was 
simply outcomes-based (e.g., Brookover & Lezotte, 1979; Edmonds, 1979; 1983; 
Rutter, et al., 1979, Weber, 1971, etc.). Thus, school level characteristics identified
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in such studies as important school effectiveness variables were viewed unilaterally as 
prescriptions for success by practitioners and policy makers. However, there remained 
a diversity of conceptual definitions of effectiveness of schools among researchers. 
Thus, school effectiveness research largely remained in the practical arena and has been 
somewhat void of theoretical implications for schools as organizations (Scheerens & 
Creemers, 1989, 1990). In addition, much of this research tended to over-emphasize 
school effects, such as student achievement outcomes (productivity) in basic skills, 
without consideration of interactions of the social and political environments within 
which schools function (Wimpelberg, Teddlie & String field, 1989) and the impact of 
social-systems interactions on change processes within schools. More recently, those 
working in the area of school effectiveness have discussed the need for multiple 
definitions of school effectiveness and linking these to "nested layers" of educational 
organizations (Purkey & Smith, 1983) and to micro (classroom), meso (organizational) 
and macro (environmental) levels of variables that effect school outcomes (Scheerens 
& Creemers, 1990).
School effectiveness research is but one example of studies of change and reform 
in school organizations which have largely addressed change effects or outcomes 
(Wang, Haertel, & Walberg, 1993). More recently, extensions of such studies have 
focused on change processes in schools as these reflect important interactions between 
individual and school organizational (contextual) variables (Teddlie, 1993; Wimpelberg, 
Teddlie & Stringfield, 1989). The importance of consideration of context has also been 
noted in a variety of other recent investigations that have attempted to establish linkages
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between characteristics of schools as complex organizations and multiple indices of 
organizational and school effectiveness variables (Chauvin, 1992; Claudet, 1993; 
Johnson, 1991; Logan, 1990). Each of these studies has repeatedly reinforced a pattern 
of findings which suggest that school level variables can best be understood in terms 
of linkages to indices of school organizational effectiveness rather than in terms of their 
linkages to traditional indices of school effectiveness such as student achievement. In 
addition, findings suggest the importance of accommodation of school contextual effects 
in frameworks for studying school organizations.
Additional research has repeatedly shown that individual reactions of schools to 
change efforts has been quite diverse in terms of effectiveness of incorporation of 
planned change (e.g., Cohen & Ball, 1990; Darling-Hammond, 1990; Sikes, 1990). 
If such diversity in change efforts in schools seems to be the rule rather than the 
exception, then further studies of both organizational and individual variables which 
interact in the process of change within schools might be useful in the development of 
theoretical perspectives on characteristics of school learning environments that either 
facilitate and/or impede change and effectiveness.
Most importantly, as has been concluded in numerous recent studies of school 
organizational change and learning (Fullan, 1993; Fullan and Stiegelbauer, 1991; 
McLaughlin, 1990), it should be recognized that simply mandating policy is insufficient 
for insuring changes of value, since neither individual nor organizational change occurs 
without learning (i.e., learning requiring acquisition of new skills, creative thinking and 
changes in understanding). The recent focus on schools as total learning communities
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(e.g., Brandt, 1992) has emphasized the importance of the process of learning for adults 
as well as for student community members. Though learning is often considered a 
highly individual process, it also occurs within a social context and may indeed be 
facilitated or impeded by certain characteristics and interactions within school 
organizational environments (Fraser, 1986, 1989; Fraser and Walberg, 1991). Thus, 
creating environments which encourage involvement of teachers in activities that are 
grounded in norms of professionalism and the ethics/values of professional practice, 
seems an important concern in supporting teacher learning in the change process. In 
addition, as Fullan (1991) suggests, emphasis on professional development for teachers 
that includes formal and informal learning experiences will allow for formulation of 
critical questions necessary for refining and building on successes. Such a focus on 
learning through professional development, may indeed facilitate meaningful school 
change and enhance organizational effectiveness since teachers have been seen to play 
a significant role in implementation of change efforts in schools (Cohen & Ball, 1990; 
Darling-Hammond, 1990; Firestone & Corbett, 1988).
Concomitant with the development of recent educational reform initiatives is an 
expanding research and theory base derived from studies of: 1) learning environments 
(Fraser & Walberg, 1991); 2) professionalization of teaching (Darling-Hammond & 
Goodwin, 1993); 3) change processes in schools and other organizations (Chauvin, 
1992; Fullan, 1990, 1993; Fullan & Stiegelbauer, 1991); and 4) the role of self-efficacy 
in personal learning and change (Ashton & Webb, 1986; Bandura, 1977, 1978, 1981, 
1982, 1986, 1993; Gibson & Dembo, 1984; Raudenbush, Rowan, & Cheong, 1992).
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Considered collectively, these lines of inquiry well document that school environments 
and school change processes are far more complex than typically viewed by policy 
makers and the general public. Understanding variations of reform effects on school 
environments in terms of both individual and organizational factors seems important to 
advance theories of organizational change.
While each of the lines of inquiry mentioned above has stimulated considerable 
discussion and research in schools, few studies have attempted to examine relationships 
among these various personal and organizational variables in concert. In addition, no 
conceptual or theoretical frameworks presently exist that integrate these particular lines 
of inquiry into a comprehensive view of school learning environments, change and 
effectiveness.
This study was designed in response to the emerging literatures derived from the 
study of schools as organizations, school change and school effectiveness. It was 
designed as a conceptual and empirical extension of a variety of recent investigations 
that have attempted to establish linkages between characteristics of schools as complex 
organizations and social systems, and multiple organizational and school effectiveness 
variables (Chauvin, 1992; Claudet, 1993; Johnson, 1991; Logan, 1990). A conceptual 
model was developed to guide the study which links professional learning environment 
characteristics of schools to multiple indices of school effectiveness, with consideration 
of mediating influences of personal variables such as teacher self and organizational 
efficacy and receptivity to change. These constructs are conceptualized as nested within 
a larger set of constructs reflecting organizational change and professional learning.
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8The following sections include a brief overview of the literatures relative to each 
component of the conceptual framework that was used to guide the study followed by 
a description of the nesting of each component in the larger conceptual model, The 
Model of School Change and Effectiveness (MSCE). Presentation of conceptual 
definitions is followed by the series of primary and supplemental research questions 
derived from components of the model that were used to guide instrument development 
and data analyses in the study.
Organizational and Individual Variables and Learning in Schools 
The conceptual model for this study assumes that meaningful, productive school 
change cannot occur without learning. Since learning is both an individual and social 
process, the impact of professional learning depends upon a combination of motivation 
(individual) and opportunity (environmental) factors (Fullan & Stiegelbauer, 1991). 
Thus, understanding professional learning in schools as a complex, social process is 
important to enhancing school change efforts and organizational effectiveness.
Individual Learning Processes 
Given that learning in schools occurs in a context which involves both individual 
and social interactions, phenomenological theories of learning (e.g., Lewin’s 1947 Field 
Force Theory) in which behavior is viewed as a function of the individual and the 
environment [B=f(P,E)] provide useful conceptual bases for investigations of learning. 
Such theories maintain that though learning remains a highly individual process, it 
occurs within a larger environment which consists of an individual’s construction and 
interpretation of factors external to the self (Kelly, 1955; Levin, 1947). Thus,
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interrelationships among characteristics of individual (teacher) learning and 
characteristics of the school organization that serves as the environment for that 
learning. From this theoretical perspective, understanding individual (teacher) learning 
in schools may be an important variable in understanding change processes in school 
organizations.
Professionalism and Learning 
A pool of diverse views regarding professional learning exists among educators 
and researchers. Conceptual definitions of professionalism in teaching seem unclear 
and most seem to be quite devoid of the concept of professional learning. For example, 
most educators and/or researchers tend to consider professionalism in terms of 
philosophical views of the nature of teaching and the teaching profession. Such views 
are replete with references to terms such as authenticity, empowerment, knowledge, 
informed judgement, reflective practice, flexibility, research in action, collegiality, 
individualism, autonomy, etc. Thus, views of professionalism in teaching (e.g., 
Darling-Hammond, 1993; Duckworth, 1988; Goodlad, 1990; Little, 1992; Shulman, 
1987), though diverse, seem to collectively define professionalism in terms of function 
rather than being grounded in more theoretical bases such those underlying views of 
learning as a process of pedagogical reasoning and action. Such ideological views often 
fall short of accommodating the complexity of reasoning processes which involve use 
of higher levels of comprehension, transformation, instruction, evaluation, reflection, 
and formulation of new perceptions. Recently, however, Darling-Hammond and
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
10
Goodwin (1993) suggested that professionalism in teaching should not be considered an 
end state, but rather should be though of as a continuous process of defining and 
redefining goals. This view of professionalism as a process more closely parallels 
literature in psychology which defines learning as a process in a state of constant flux. 
Thus, learning may be an important component that has often been overlooked in 
studies of teaching as a profession and may be an important interactive element useful 
in defining professional school environments for teachers (Fullan & Stiegelbauer, 1991).
Learning in School Environments 
Historically, studies of learning environments in schools have evolved from 
work as early as the 1920s in social psychology in an effort to understand the 
complexity of relationships between students and teachers and among students (Ellett, 
1989). Most school learning environment research since this early initiation has 
centered on classroom environment variables such as climate, social behaviors, teacher 
personality influences on learning, etc. (Fraser, 1986,1989; Fraser & Walberg, 1991). 
School environment research has received little attention as an avenue of inquiry as it 
has typically been associated with theoretical concepts such as leader behavior in the 
field of educational administration (Anderson, 1982; Fisher & Fraser, 1991). While 
leadership is definitely an important variable in school organizations, it defines but one 
set of individual and environmental interactions that occur relative to the totality of 
learning possibilities in the school environment.
Research on school environments has typically targeted specific features of 
schools or classrooms, such as climate, culture, or psychosocial characteristics. While
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psychosocial elements and interactions within a school are important, these interactions 
collectively constitute only a small element of the larger professional environment for 
learning in schools. If, as Fullan (1991) contends, professional learning for teachers 
can be seen as a continuous process consisting of formal and informal opportunities for 
learning along with elements of personal motivation, then viewing learning 
environments from psychosocial perspectives alone may fall somewhat short of 
depicting the comprehensiveness of learning constructs in school professional 
environments. What seems needed for research on teacher professional learning in 
schools are less-targeted, more global measures of important school organizational 
environmental factors that support and enhance learning.
School environment characteristics which strongly focus on professional learning 
may be characterized by a variety of factors beyond psychosocial perspectives such as 
norms of communication for learning, emphasis on individual and group reflection, 
development of goal consensus and cultural norms and beliefs that emphasize learning, 
the availability of professional learning opportunities such as professional supervisory 
learning interactions, or group peer learning interactions that enhance learning equity 
for teachers, etc. Development of instrumentation to measure these more comprehensive 
extensions of school learning environment constructs seems needed. Measures currently 
available typically focus exclusively on elements of climate, culture such as 
psychosocial interactions. Thus, development of a comprehensive, professional learning 
environment measure which would serve to tap teachers’ perceptions of opportunity and
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motivational elements in the school environment considered necessary for effective 
professional learning and development (Fullan, 1991) is an important component in this 
study.
Individual Motivational Variables and Learning in Schools: Self Efficacy 
Based on Lewin’s (1947) theoretical implications that learning is mediated by 
an individual’s interactions with and perceptions of the external environment, it seemed 
important in this study to investigate, not only opportunities for learning in the 
environment, but also, personal, motivational factors that are characteristic of 
individuals within the school environment, in order to understand the nature and 
complexity of learning in school organizations.
Research in psychology has suggested that beliefs of high efficacy enhance 
motivation (Bandura & Cervone, 1983), promote higher goal-setting behaviors, 1984), 
and influence persistence and commitment to goal accomplishment (Latham & Locke, 
1986; Locke, Shaw, Saari & Latham, 1981; Mento, Steel & Karren, 1987). Bandura 
(1977) suggests that perceptions of competency can be manifest in motivational 
behaviors. For example, if an individual believes he/she is competent enough to 
execute a set of behaviors that will produce certain outcomes, he/ she is more likely to 
attempt to initiate the relevant behaviors and is likely to persist in activities (in spite of 
obstacles and/or failure) related to accomplishment of desired outcomes.
The efficacy construct seems to provide a useful framework for understanding 
organizational change and effectiveness as it relates to personal and organizational goal 
attainment in schools. High self or organizational efficacy, for example, is
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characterized by motivation in terms of the degree of effort an individual (or collective 
individuals) is (are) willing to put forth toward goal attainment, degree of persistence 
toward that attainment in spite of obstacles, and degree of willingness to persevere and 
pursue additional goals in spite of failure (Wood & Bandura, 1989). In this study, 
measuring teachers’ self and collective perceptions of motivation toward 
accomplishment of various types of school goals was deemed useful in providing 
information on efficacy as it impacts organizational learning and change in schools. 
Review of conceptual definitions and instrumentation developed to assess the efficacy 
construct in schools and other organizations provided a basis for the development of an 
initial instrument to measure efficacy motivational elements in this study.
Teacher Self and Organizational Efficacy
According to Bandura (1977, 1982, 1986, 1992), individual interactions and 
perceptions within any environment are often influenced by internal belief structures 
such as judgement of personal capabilities (self efficacy) which, subsequently effect an 
individual’s motivation to organize and execute courses of action required to attain 
designated types of performances. Similarly, these personal perceptions and resulting 
actions are also influenced by factors in the environment, for example, member beliefs 
that the organization is capable of change and that in ..bers share in decision making 
relative to goal setting and direction of group performance (organizational efficacy) 
(Lawson & Ventriss, 1992; Wood & Bandura, 1989;).
A key self-perception construct posited as important to social learning is self 
efficacy. As conceptualized by Bandura (1977), self efficacy is an important cognitive
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mediator of the acquisition and regulation of behavior and it is grounded in 
cognitive processes that lead to learning from the observation of response consequences. 
In describing how self efficacy mediates linkages between cognition and behavior, 
Bandura (1977) differentiates between "outcome expectancies" (an individual’s estimate 
that a given behavior will result in a given outcome) and "efficacy expectations" (the 
belief that one can successfully execute a behavior to accomplish or produce an 
outcome). From this perspective, the self efficacy construct and efficacy expectations 
"determine how much effort people will expend and how long they will persist in the 
face of obstacles and aversive experiences." In addition, the personal efficacy construct 
is believed to encompass a personal competence/capability component that interacts with 
outcome expectancies. Thus, expectations alone will not produce desired performance 
if capabilities are insufficient. In addition, in describing the role of external incentives, 
Bandura states that "there are many things that people can do with certainty of success 
that they do not perform because they have no incentives to do so." Considered 
collectively, the personal efficacy construct provides a useful means to understand the 
motivation and behavior of individuals and groups within organizations.
Bandura (1977) also refers to efficacy dimensions of generality, magnitude and 
strength. Generality of the efficacy construct refers to the extent to which competency 
and motivational elements span a variety of situations; strength is reflected in perceived 
degrees of effort (relative to perceived competence and motivation) needed to 
accomplish tasks; and magnitude refers to perceived difficulty of tasks, given self 
perceptions of competency.
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Teacher self and organizational efficacy have been investigated in a variety of 
studies (e.g., Ashton & Webb, 1986; Benz, Bradley, Alderman, & Flowers, 1992; 
Dembo & Gibson, 1984; Gibson & Dembo, 1984; Woolfolk & Hoy, 1990) and various 
instruments have been developed to assess teacher perceptions of self-efficacy as it 
pertains to teacher/student interactions at the classroom level (e.g., classroom behavior 
management) (Emmer & Hickman, 1991; Gibson & Dembo, 1984). Such instruments 
have been focused on situationally specific behaviors and instances, rendering inferences 
made from such measures difficult to generalize across multiple situations/instances.
In addition, there are few known studies that have investigated the constructs of 
self and organizational efficacy as each pertains to teacher perceptions and behaviors 
within the larger school professional learning environment. Lawson and Ventriss (1992) 
investigated the link between individual and collective perceptions of efficacy and 
change in public sector organizations. They posited that such efficaciousness can be 
enhanced at the individual and organizational levels when cultural changes involve the 
promotion of higher level organizational learning among members.
Thus, in order to further understand change and effectiveness in schools, it 
seems important to develop frameworks for investigating multiple indices of school 
learning environment characteristics which incorporate individual and organizational 
perceptions and interactions. Few systematic studies have been conducted to determine 
what specific change processes or personal variables (e.g., efficacy) may mediate the 
impact of organizational effectiveness and productivity (Offermand & Gowing, 1990). 
A recent study by Chauvin (1992), suggests that the personal variable of teacher
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receptivity to change may indeed mediate change processes within schools as 
organizations as teachers adapt/adopt to either superficial and/or more meaningful 
cultural/normative change.
Receptivity to Change in Schools
Research on change efforts in schools (e.g., Fullan, 1990,1993; Fullan, Bennett 
& Rolheiser-Bennett, 1990; Rossman, Corbett & Firestone, 1988) has focused on 
individual and collective attitudes and beliefs reflecting shared norms and culture. 
Information related to these cultural elements has provided a base useful in targeting 
planned change reform efforts (Corbett, et al., 1987; Hall & Hoard, 1987; Kaslow & 
Giacquinta, 1974; Waugh & Punch, 1985). These collective, shared norms and 
beliefs, unique to the school professional learning environment, may be either consonant 
or in conflict with planned change in schools. Thus, the more in conflict change efforts 
are with cultural norms and beliefs, the greater the individual and thus organizational 
(collective individual) resistance to the change and the less likely that goals of the effort 
will be reasonably met (Corbett et al., 1987; Deal, 1990; Rossman, et al., 1988).
Fuller, Wild, Rapoport & Dombusch (1982) have related teacher receptivity to 
change to teachers’ self-perceptions of efficacy. They have also suggested that 
understanding the relationship between teacher perceptions of organizational (interactive 
or group) and performance (individual) efficacy and receptivity is important in 
interpreting the effectiveness of change at the school level. For example, if the 
perception of impact of change efforts impairs either the individual or the organization’s 
ability to perform or accomplish goals, then the potential for negative reactions and
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resistance to the innovation is present (Chauvin, 1992, Fuller, et al., 1982). Similarly, 
Sarason (1971), in discussing school culture and change, points to the existing 
"regularities" in school life as ingrained patterns of behaving and believing based on 
the existence of both sacred and profane norms. Durkheim (1965) defines sacred norms 
as essentially immutable, efficacious and enduring thus, they are less susceptible to 
change. Profane norms, on the other hand, represent the transitory side of everyday life 
and thus are more susceptible to change as they are in a state of temporary adjustment 
and are continuously being redefined. Thus, Corbett, et al. (1987) asserts that a 
planned change must be able to co-exist with existing cultural norms, or that existing 
norms (particularly the sacred) must change in order for the innovation to become 
meaningful in the school environment. It follows that teachers may be most resistant 
to a planned change effort if it is perceived to violate the sacred norms of the school 
culture, may be highly resistant to professional learning as it pertains to elements of the 
effort, and may be unwilling to put forth energies to attain goals related to the effort 
if they perceive that such obstacles prevent goal accomplishment.
Factors that contribute to an individual’s degree of receptivity to planned change 
include, not only beliefs, attitudes, and norms in the organization, but perceptions of 
economic "costs" in terms of time, money and effort, and socio-political context issues 
and interactions (Corbett, et al., 1987; Elmore, 1987; Waugh & Punch, 1985). Waugh 
and Punch (1985) found that overall feelings about a change which are formed as a 
result of all perceptions, influence behavior intentions. However, actual behavior, such 
as in forced compliance, may not always parallel receptivity to a change effort. For
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example, a school may appear to implement an innovation (e.g., a cooperative learning 
curriculum) by making changes in some of the easily alterable profane norms (e.g., the 
use of new materials). However, changes in sacred norms (e.g., attitudes about student 
learning) are not evident (learning and productive change have not occurred) and ways 
of doing things proceed in much the same way as was evident prior to implementation 
of the innovation.
Considered collectively, results of studies of planned change suggest that 
teachers’ receptivity to change in schools can be understood in terms of their beliefs 
about the degree to which the change will alter established norms and the degree to 
which each individual perceives that he/she can be effective in carrying out the change 
without extreme economic or socio-political costs. Since meaningful change does not 
appear to take place without new learning (McLaughlin, 1990), it seems important to 
understand the role of professional learning in schools in order to facilitate school 
change processes.
Effectiveness in School Organizations 
The conceptual bases for this study are grounded in research and beliefs that 
change in schools cannot occur without learning. Underlying these beliefs is the 
assumption that productive change through new learning ultimately enhances school 
effectiveness. There exist, however, multiple conceptual definitions of school 
effectiveness and multiple indices of determining such effectiveness. The following 
sections overview conceptual bases of organizational effectiveness and typically-used 
school effectiveness constructs.
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Organizational Effectiveness 
Theoretical approaches to school organizational effectiveness have largely been 
centered around use of either goal models or systems resource models. Within these 
models, there are a variety of criteria that might be used to examine linkages between 
school environment/organizational variables and effectiveness. Therefore, as Hoy and 
Miskel (1987) suggest, to ask a global question about whether a school is effective or 
ineffective is virtually a useless exercise since any organization might be either effective 
and/or ineffective depending on the effectiveness criteria used.
One model which has been quite useful in understanding school organizational 
effectiveness was initially developed by Paul E. Mott (1972). Mott’s model of 
organizational effectiveness is based on outcomes consistent with the integrated goal- 
system resource model of social systems derived from the Parsonian (1953) framework. 
His model satisfies the four basic problems of adaptation, goal attainment, integration 
and latency that Talcott Parsons describes as essential for all social systems if they are 
to grow and develop (Parsons, Bales, & Shils, 1953). Components of his model 
include the quality and quantity of the product, efficiency, adaptability, and flexibility. 
In his model, the five components determine the ability of an organization to mobilize 
its centers of power for action to achieve goals and to adapt. Thus, according to Mott’s 
model, an effective school organization produces a higher quality of product, generates 
more positive attitudes, adapts better to environmental constraints, and deals more 
potently with internal problems (Hoy & Miskel, 1991).
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Instrumentation originally developed by Mott for use in a variety of 
organizational settings was later modified for studies in schools (Miskel, Fevurly, & 
Stewart, 1979; Miskel, Bloom, & McDonald, 1980). Research using The Index of 
Perceived Organizational Effectiveness (Miskel, Fevurly, & Stewart, 1979) indicates 
that school effectiveness is greater when climate is open and decision making is 
decentralized (Claudet, 1992; Johnson, 1990; Logan, 1989; Miskel, Bloom, & 
McDonald, 1980; Miskel, Fevurly, & Stewart, 1979). Thus, the constructs inherent 
in Mott’s model and this measure seem appropriate for use in investigating relationships 
in this study between characteristics of a school professional learning environment 
(which includes climate variables) and indices of organizational effectiveness.
School Effectiveness Research 
Along with the plethora of national and state pushes for educational reform and 
change in schools as a result of (particularly) the Coleman, et al. (1966) and subsequent 
reports (e.g., Jencks, et al. 1972; Mosteler and Moynihan, 1972) confirming Coleman’s 
findings that "schools don’t make a difference," a body of research on school 
effectiveness which was largely atheoretical, practitioner-oriented and prescriptive began 
to emerge during the 1970s (e.g., Brookover & Lezotte, 1979; Edmonds, 1979, 1983; 
Rutter, et al., 1979; Weber, 1971, etc.). Following somewhat of a utilitarian strategy, 
early studies of school effectiveness identified indicators that were often communicated 
as formulas for school change and success. Five key factors emerged as school 
effectiveness indicators from this initial research: 1) strong instructional leadership by 
principals; 2) high expectations for student achievement; 3) a safe and orderly school
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climate; 4) clear instructional goals; and 5) frequent use of student achievement data 
to evaluate program success (Edmonds, 1979; General Accounting Office, 1989; 
Weber, 1971). School level characteristics found in some inner-city schools that 
substantially decreased basic skill achievement differences among socioeconomic groups 
were the basis for the formula but, generalization of this model to schools with differing 
characteristics has been questioned (e.g., Berry and Ginsberg, 1991; Good and Brophy, 
1986; Purkey and Smith, 1983).
Historically, school effectiveness research has been fraught with multiple 
methodological, conceptual, measurement, and consideration of context problems (Good 
& Brophy, 1986; Hoy & Ferguson, 1985; Purkey & Smith, 1983; Ralph & Fennessey, 
1983; Rowan, Bossert & Dwyer, 1983; Scheerens & Creemers, 1989; Teddlie & 
Stringfield, 1993; Wimpelberg, Teddlie & Stringfield, 1989). Given these difficulties 
it seems that further research may be needed to extend studies of school effectiveness 
to include consideration of within school variability, situational and school psychsocial 
context factors, and interactions of personal and organizational variables mediating 
school outcomes.
Despite the difficulties that have been evident in the use of school effectiveness 
indices such as student outcome variables of achievement and productivity to determine 
the success of schools, these indicators remain important thermometers of school 
effectiveness for policy makers and the general public. This study attempts to integrate 
these variables in a model for school change and effectiveness, recognizing that such
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variables are often influenced by factors external to the school organization (e.g., the 
educational quality of the home environment).
Conceptual Framework of the Study 
This study addresses a need in the learning environment and school 
organizational effectiveness literatures for a conceptual framework useful in 
understanding complex organizational and individual mediating relationships between 
a new school professional learning environment construct and multiple indices of school 
effectiveness. A conceptual model, which is explained in the following section, was 
developed to organize linkages among major variables in the study.
The Model of School Change and Effectiveness (MSCE)
A conceptual framework was developed for this study that served to organize 
and conceptualize linkages among school learning environment constructs, teacher 
personal constructs and multiple indices of school organizational effectiveness and 
productivity. Mediating linkages among these relationships and the constructs of 
teacher self and organizational efficacy and receptivity to change were posited. The 
model is based upon a set of assumptions that suggest that : 1) the school is a total 
learning community and learning environment that is influenced by internal and external 
factors; 2) change in schools requires new learning and high self efficacy of individual 
organizational members and high organizational efficacy among members of the school; 
3) changes in school organizational effectiveness are necessary but insufficient 
conditions for increasing school productivity (e.g., student achievement) and holding 
power (e.g., student attendance); and 4) meaningful school change and resultant
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organizational and school effectiveness occur best in school-wide learning environments 
that are grounded in social norms of professionalism and the ethics/values of 
professional practice.
The conceptual model was developed as a framework for understanding school 
change and is not intended as an effectiveness or productivity model. Indices of 
effectiveness, productivity and holding power are integrated in the model as proxy 
measures of learning and effectiveness as they are related to change in schools.
According to the model, meaningful and effective change cannot occur in the 
absence of new learning. Learning in schools can be facilitated in the school 
professional environment through communication of cultural norms and beliefs that 
emphasize factors such as professionalism and learning equity, individual and group 
reflection, supervisory interactions targeting reciprocal learning, and by provision of 
opportunities that enhance learning for all members. Learning and change in schools 
can also be mediated by personal variables such as teachers’ perceptions of efficacy and 
receptivity to change which may affect goal attainment as it pertains to change efforts.
Figure 1 illustrates the original Model of School Change and Effectiveness 
(MSCE). The model assumes that adult learning, though a highly individual process, 
occurs with a larger environment which consists of an individual’s construction and 
interpretation of factors external to the self (Kelly, 1955; Lewin, 1947). In addition, 
learning in organizational settings is considered to be mediated by a host of personal 
construct variables such as self efficacy (Bandura, 1977) and receptivity to change 
(Chauvin, 1992; Hennigar, 1979;). Thus, learning in social organizations is a
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contingent, social process which occurs through interactions among characteristics of 
individuals, and factors, events, and conditions in the total school environment.
The MSCE focuses on the adult community of learners in schools and depicts 
primary linkages among opportunity, structural and global cultural elements of the 
professional learning environment in schools and multiple indices of school 
effectiveness. Professional Learning Environment Elements, as illustrated in Figure 1, 
consist of Structural and Learning Opportunity Elements which are part of the larger 
Cultural Elements in the environment. School Effectiveness Concepts consist of 
Organizational Effectiveness Elements, School Holding Power Elements (Student 
Attendance) and Student Productivity Elements (Student Achievement). Primary 
linkages are indicated in Figure 1 by solid arrows between Professional Learning 
Environment Elements and School Effectiveness Elements. These primary linkages are 
thought to be mediated by interactions of personal, motivational variables (Teacher Self 
and Organizational Efficacy) and attitudinal variables (Receptivity to Change). 
Mediating linkages are indicated in Figure 1 by a dotted line surrounding the shaded 
portion of the model which depicts these personal and attitudinal variables. Conceptual 
definitions for these study variables are presented in a subsequent section of this 
chapter.
In order to examine linkages among variables in the MSCE, it was necessary 
in this study to develop two new measures: 1) The Professional Learning Environment 
Inventory (PLEI) (Appendix A) to examine characteristics of the school professional
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learning environment; and 2) The Teacher Self and Organizational Efficacy Assessment 
(TSOEA) (Appendix A) to examine motivational constructs related to teacher self and 
organizational efficacy. Reviews of existing measurement literatures failed to identify 
useful measures for professional learning constructs in school environments, though 
elements of this learning construct were evident in instruments previously designed to 
assess other school organizational variables (e.g., Claudet, 1993; Logan, 1990). In 
addition, no instruments related to the study of teacher efficacy from an organizational 
perspective were found that were considered useful in this study. Therefore, important 
activities in this study included the development of original instrumentation to measure 
key constructs reflected in the MSCE, and the subsequent examining of the 
psychometric properties (validity and reliability) of these instruments.
Statement of the Problem 
Concomitant with the development of recent education reform initiatives has 
been an expanding research and theory base derived from studies of the 
professionalization of teaching, school learning environments, change processes in 
schools and other organizations, schools as formal/informal organizations and school 
organizational effectiveness, the role of self-efficacy in personal learning and change, 
perceptions of organizational efficacy and change, school organizational effectiveness, 
school productivity, effectiveness and achievement, and school holding power. While 
each of these lines of inquiry has stimulated considerable discussion about schools and 
research in schools, no studies are known that attempt to examine the complex 
relationships among these variables in concert. In addition, no conceptual/theoretical
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frameworks are available that integrate these particular lines of inquiry into a 
comprehensive view of school professional learning environments, change and 
organizational effectiveness. This study is an attempt to fill the void. Furthermore, 
much has been discussed in the literature about professionalization of teaching and the 
importance of professional learning for teachers in schools (Darling-Hammond, 1990; 
McLaughlin, 1990). Some recent attempts (e.g., Cheng, 1993; Claudet, 1993; 
Johnson, 1991; Logan, 1990;) have been made to establish quantitative linkages 
between school organizational/cultural variables and multiple indices of effectiveness. 
However, little empirical research has been completed and no studies are known that 
have attempted to link teacher professional learning to multiple indices of school 
effectiveness. In addition, no instruments exist to measure characteristics of professional 
learning in school environments. Similarly, while much has been written about the 
importance of the self efficacy construct as a mediator of human learning, few studies 
have been completed to examine teacher self and organizational efficacy and their 
linkages to school effectiveness. Perhaps, because instrumentation specifically designed 
to measure these efficacy constructs on a wider, school organizational level is non­
existent. Though measures to examine teacher receptivity to change exist, little is 
known about how receptivity is linked to teacher, professional learning, self and 
organizational efficacy, and school effectiveness.
Purpose
This study is an exploratory study and its purpose was four-fold. First, a 
conceptual framework was developed to link the global construct of professional
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learning environment to multiple indices of school effectiveness and productivity 
through the mediating variables of teacher efficacy and receptivity to change. Second, 
original instrumentation was developed to measure the professional learning 
environment characteristics of schools and motivational elements of teacher self and 
organizational efficacy. Third, linkages between variables in the conceptual framework 
were examined. A fourth purpose was to examine new teacher personal and school 
organizational variable linkages to multiple indices of school effectiveness to further 
inform a proposed model of two-stage, two-level theory development in schools 
(Claudet, 1993).
Significance/Importance of the Study 
The study is important and significant from a variety of empirical, theoretical, 
and practical perspectives. First, a psychometrically sound means of measuring 
selected elements of the professional learning environment in schools was developed. 
Though the existing literature on the study of learning environments at the class level 
is rather rich (Anderson, 1982; Fraser, 1986. 1989; Fraser & Walberg, 1991), there 
have been comparatively fewer studies of school learning environments (Fraser & 
Walberg, 1991). Within the recent context of debate about professionalization of 
teaching (Darling-Hammond & Goodwin, 1993), conceptually linking professional 
perspectives in schools with learning concepts seems to be a new and unique 
contribution to studies of school learning environments. This study attempts to merge 
these important fields of inquiry and debate through the development of a
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psychometrically sound measurement system of professional learning environments in 
schools.
Similarly, the construct of self-efficacy has received considerable attention in the 
literature in education (teaching efficacy in the classroom) (Emmer & Hickman, 1991; 
Gibson & Dembo, 1984) and psychology (Bandura, 1977, 1982, 1986, 1992; Bandura 
& Cervone, 1983). However, the construct of organizational efficacy as related to 
higher level organizational learning has received somewhat less attention in the 
literature in education and studies of formal/informal organizations (Lawson & Ventriss, 
1992; Offermand & Gowing, 1990). No known efforts have been made to define the 
meaning of these constructs within the broad context of the professional life of teachers 
in schools, and no known means exist to systematically measure these global, 
motivational efficacy constructs as they relate to the total school environment.
The study is also important and significant because it integrates in a single 
study, recent inquires to link important school organizational variables and receptivity 
to change to multiple definitions of school effectiveness ( Logan, 1989; Chauvin, 1992; 
Claudet, 1993).
A significant contribution of the study is broadening our understanding of the 
efficacy construct as it applies to schools; and differentiating teacher self efficacy from 
school organizational efficacy. The opportunity to explore how these variables are 
related to teacher, professional learning in schools and to multiple indices of school 
effectiveness is also unique to this study.
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From the theoretical perspective, the study yields information important for 
continuing to develop a conceptual model useful for understanding complex 
relationships between a new professional learning environment construct and multiple 
indices of school effectiveness. This study is one in a series of studies designed to 
establish linkages between characteristics of schools as complex organizations and 
multiple indices of organizational and school effectiveness variables (Chauvin, 1992; 
Claudet, 1993; Johnson, 1991; Logan, 1990). In addition, the variables investigated 
can provide new insights about teacher personal and school learning environment 
constructs and their linkages to school effectiveness indices. And, within school 
analyses provide a useful means of furthering the development of theories of schools 
as complex organizations.
From more practitioner-oriented and policy making perspectives, this study can 
provide information about how professional learning environments might be structured 
to enhance teacher self-efficacy, positive/meaningful school change and subsequent 
school organizational effectiveness and productivity.
Study Variables 
Conceptual and Operational Definitions
This section presents conceptual and operational definitions of the independent 
and dependent variables in the study. The sections that follow first provide conceptual 
definitions followed by operational definitions for the major study variables. The 
instrument set developed for use in the study is included in Appendix A.
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Independent Variables
Professional Learning Environment Elements: Professional Learning
Environment Elements are defined as factors/events/conditions that exist in the school 
environment that have the potential for enhancing teacher professional learning. 
Examples of these elements include learning opportunities in the school environment 
(e.g., opportunities for teachers to observe in other teachers’ classrooms), cultural 
elements of the school environment (e.g., norms, values and beliefs that support 
professional learning), and structural/communicative elements of the school environment 
that support/enhance professional learning (e.g., administrators and teachers frequently 
discuss ways to accomplish school goals).
The Professional Learning Environment Elements are operationalized by teacher 
scores on subscales of the Professional Learning Environment Inventory (PLEI) (Loup, 
Ellett, Hill, 1993) (Appendix A) developed for use in this study.
Teacher Self-Efficacy and Organizational Efficacy: Teacher self-efficacy is 
defined as teacher personal judgement of motivation (effort and persistence) to achieve 
various organizational goals which is based on perceived personal capabilities to 
organize and execute courses of action required to accomplish goals. Organizational 
efficacy is defined as teacher judgements of colleagues’(other teachers’) collective 
motivations (effort and persistence) to accomplish various types of organizational goals. 
The motivational elements of the efficacy construct reflect teacher perceptions of: 1) 
degree of initial effort/task persistence; 2) persistence in face of uncertainty and in
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overcoming obstacles/barriers; and 3) willingness to persist in the pursuit of future 
goals in spite of repeated failure.
Teacher self-efficacy and teacher organizational efficacy are operationalized by 
teacher scores on the subscales of the Teacher Self and Organizational Efficacy 
Assessment (TSOEA) (Loup & Ellett, 1993) (Appendix A) developed for use in this 
study.
Teacher Receptivity to Change: Receptivity to change is defined as the degree 
to which a person is able or ready to accept, or adopt a particular change or innovation 
(Chauvin, 1992). It includes an individual’s readiness or internal orientation toward 
planned organizational change and does not necessarily dictate how an individual may 
actually act in response to change efforts. Receptivity to change includes the full range 
of internal orientations varying along a continuum from strong positive receptivity (e.g., 
total acceptance) to strong negative receptivity (e.g., absolute rejection).
In this study the operational measure for teacher receptivity to change is a 
modification of the Receptivity to Change Inventory (RCI) (Hennigar, 1979; Chauvin, 
1992) (Appendix A) which was derived from recent factor analytic studies conducted 
by Chauvin (1992) with a large sample of schools in Louisiana. Teacher Receptivity 
to Change is operationalized by teacher scores on the subscales of the RCI modified 
inventory used in this study.
Dependent Variables (Indices of School Effectiveness)
School effectiveness refers to the extent to which a school accomplishes a variety 
of organizational and student-related goals/outcomes. Thus, school effectiveness is a
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broad-based construct that can be understood in view of the specific criteria used to 
operationalize effectiveness. Such a view incorporates, but is not limited to, notions 
about the effectiveness of schools as organizations, school productivity, and school 
holding power. The MSCE developed to guide this study (Figure 1), depicts the school 
effectiveness variables as operationalized below.
School Organizational Effectiveness: Organizational effectiveness is defined as 
the extent to which organizational members are able to establish and accomplish 
organizational goals in a manner that is efficient, adaptable, and flexible to the needs 
of the organization and that ensures production of a high quality and quantity of 
product. Organizational effectiveness is operationalized in the study by teacher scores 
on the Index of Perceived Organizational Effectiveness (IPOE) (Miskel, Fevurly & 
Stewart, 1979; Mott, 1972) (Appendix A).
School Productivity: The school productivity (student achievement) index is 
operationalized in this study by school level (NCE) scores on a standardized 
achievement battery (Stanford Achievement Test) for students in Grades 1-8.
School Holding Power: School holding power reflects the positive attraction or 
valence of a school for the student clientele it serves (Johnson, 1991; Morris, 1986). 
School holding power is operationalized in this study by a proxy measure of the 
percentage of schoolwide student average daily attendance (SADA). Percentages of 
SADA were computed by the school district for the 1992-93 school year.
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Research Questions
Since this exploratory study focused on development of a conceptual framework 
rather than on derivation of hypotheses from competing frameworks, and utilized new 
measures, a series of primary research questions was used to guide data analyses. 
Primary research questions were generated to examine relationships among independent 
and dependent variables in the conceptual framework. Additionally, a set of 
supplemental research questions were developed to further insights about the 
relationships among study variables and their generalization across selected school 
context factors. The sections that follow include the primary and supplemental research 
questions that were used to guide the study. Each research question is followed by a 
brief conceptual rationale.
Primary Research Questions
Research Question 1
What is the nature of the empirically-derived constructs measured by the PLEI?
Recent views in the literature on professionalism in teaching (e.g., Darling- 
Hammond, 1993; Shulman, 1987) suggest that learning is an important process 
necessary for continuous growth and professional development. Thus, professional 
school learning environment characteristics which focus on professional norms involve 
communication for learning, emphasis on individual and group reflection, development 
of goals/vision and cultural norms and beliefs that emphasize learning, collaboration in 
professional supervisory learning interactions, and emphasis on learning equity for 
teachers.
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Most conceptualizations of school environments involve psychosocial and 
economic elements of school climate and culture which stem from sociological or 
ecological theories (Anderson, 1982; Firestone & Wilson, 1985; Moos, 1974; Taguri, 
1968). A more recent attempt to adapt models of climate to understand the 
organizational nature of professional activities related to supervisory interactions 
(Claudet, 1993) has served as an initial probe in investigating elements of professional 
learning environments in schools. Since supervisory climate is but one element of a 
school's total professional learning environment, further research and instrument 
development seems needed in order to identify and explore additional subelements 
related to cultural and structural learning dimensions of school professional learning 
environments.
Since the instrument used to investigate professional learning environment 
characteristics is new, there is a need to empirically examine the nature of the 
constructs it has been developed to measure.
Research Question 2
What is the nature of the empirically-derived constructs measured by the 
TSOEA?
As previously noted, researchers have linked teacher perceptions of self and 
organizational efficacy to receptivity to change and organizational learning and 
effectiveness (Fuller, Wild, Rappoport & Dombusch, 1982; Lawson & Ventriss, 1992; 
Offermand & Gowing, 1990). Thus, it seems that exploration of these constructs and 
their relationship to learning within the school environment is important in linking
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personal variables to school change and effectiveness. There are few known instruments 
developed for use in schools, however, that have addressed the concept of perceived 
efficacy within an organizational context. Most have targeted teacher perceptions of 
self-efficacy in terms of either personal competency or motivational factors in relation 
to specific classroom situations, for example, classroom management strategies (e.g., 
Emmer & Hickman, 1991; Gibson & Dembo, 1984). Since perceptions of efficacy 
extend beyond the classroom and have implications for individual and organizational 
behavior, then investigations of the efficacy construct in relation to organizational 
situations (i.e., working toward attainment of various organizational goals) seems 
viable.
Bandura’s (1977) theory of efficacy posits that efficacy is a two-faceted construct 
consisting of elements of competency and motivation and that self assessments of 
competency can effect subsequent motivation toward accomplishment of goals. Thus, 
assessments of efficacy in terms of motivation (rather than competence) toward 
achieving organizational goals seems a viable way of measuring the construct as it 
relates to learning and behavior in a school organizational (rather than classroom) 
contexts. Motivational elements of efficacy are related to outcomes and, as described 
by Bandura (1977), include the willingness of individuals to expend energy and effort, 
to persist in spite of obstacles, and to persevere in spite of repeated failures. Thus, 
a person (or collective individuals) with high efficacy expends a high degree of initial 
effort toward goal attainment, persists in working toward goal accomplishment in spite
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of uncertainties and/or obstacles, and continues to persist toward accomplishment of 
further goals in spite of repeated failure(s).
Bandura (1977) also refers to dimensions of generality, magnitude and strength 
that should be accommodated when attempting to assess efficacy. Generality of 
efficacy constructs in this study is reflected in the extent to which organizational goals, 
relative to which individuals are asked to provide efficacy motivational perceptions, 
span a variety of organizational situations (e.g., goals related to students, parents, 
teacher/administrator relations, and communication of school vision). Strength of 
efficacy constructs is reflected in the degree of energy, effort, persistence and 
perseverance that an individual is asked to estimate that he is (or others are) willing to 
put forth in accomplishment of the various goals. Magnitude of efficacy was of lesser 
concern in this study than the generality and strength dimensions since only 
motivational elements of efficacy rather than competency elements were addressed in 
this study. The dimension of magnitude, as described by Bandura, seems to be largely 
related to perceived competence relative to the difficulty of the task or goal. Although 
perceptions of motivation toward accomplishment of the various goals presented in this 
study may be varied, they are not necessarily synonymous with perceptions of the 
difficulty of the task.
Research Question 3
Are there statistically significant, bivariate relationships between professional 
learning environment variables, and the various school effectiveness indices?
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Learning is an integral part of a school environment and may result from 
numerous interactions within the environment. However, the content of learning 
relative to cultural and communication patterns in the school determines professionalism 
in the learning environment (Rossman, Corbett & Firestone, 1988). Teachers may 
learn ways of doing things in a school which are not grounded in professionalism. For 
example, it may be culturally acceptable and expected that neither teachers nor students 
remain in the school building beyond dismissal. The content of this type of learning 
suggests a rather non-professional focus. Thus, learning may occur in both professional 
and non professional ways, all of which subsequently contribute to the cultural and 
climate elements of the professional learning environment of a school.
Research using the IPOE (Miskel, Fevurly & Stewart, 1979; Miskel, Bloom, & 
McDonald, 1980) indicates that elements of climate are linked to school organizational 
effectiveness. Studies of school effectiveness have also linked climate variables with 
indices of school effects such as student achievement (e.g., Brookover & Lezotte, 1979; 
Edmonds, 1979; 1983; Rutter, 1987, Weber, 1971, etc.). Thus, schools in which the 
climate is open and in which there is an emphasis on professional learning tend to be 
more effective. As Mott’s (1972) model suggests, a more effective school produces 
higher student achievement, generates more positive attitudes so that students want to 
attend (holding power), adapts better to environmental constraints (change), and deals 
more potently with internal problems (professional learning).
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Research Question 4
Are there statistically significant, bivariate relationships between efficacy 
variables, and the various school effectiveness indices?
Research in psychology has suggested that beliefs of high efficacy enhance 
motivation (Bandura & Cervone, 1983), promote higher goal-setting behaviors, and 
influence persistence and commitment to goal accomplishment (Latham & Locke, 1986, 
Mento, Steel & Karren, 1987). Lawson and Ventriss (1992) suggest that for an 
organization, setting and promoting commitment to organizational goals enhances 
individual members’ perceptions of their own effectiveness within the organization, as 
well as enhances the ability of the organization to achieve its goals.
Mott’s (1972) model of organizational effectiveness is based upon the ability of 
an organization to mobilize its centers of power for action to achieve goals and to 
adapt. Thus, if beliefs of high self and organizational efficacy enhance goal attainment, 
then it follows that organizational member perceptions of these variables relate to 
perceptions of effectiveness. Mott also refers to effective schools (those able to achieve 
goals and adapt) as producing high student achievement and having a positive valence 
(holding power). It also follows that if high member perceptions of efficacy are related 
to organizational goal attainment and if goal attainment is related to effectiveness in 
terms of student achievement and positive valence, then there should be an important 
relationship between levels of self and organizational efficacy and indices of school 
effectiveness and productivity.
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Research Question 5
Are there statistically significant, bivariate relationships between teacher 
receptivity to change variables and the various school effectiveness indices?
Results of a recent study by Chauvin (1992) suggest that personal variables such 
as teacher receptivity to change may indeed mediate change processes in schools as 
teachers adapt/adopt to either superficial and/or more meaningful cultural/normative 
changes. Receptivity is related to elements of school cultural attitudes and beliefs and 
reflects organizational norms which may be either consonant or dissonant with planned 
change in schools. If school change is typically targeted at positive outcomes which 
render elements of the organization more effective, then the more in conflict change 
efforts are with cultural norms and beliefs, the greater the individual and organizational 
resistance to the change, and the less likely that the change effort will be effective 
(Corbett et al., 1987; Deal, 1990; Rossman, et al., 1988).
Research Question 6
Are there statistically significant, multivariate relationships between the various 
independent variables (professional learning environment variables, efficacy variables, 
and teacher receptivity to change variables) and the dependent variables (school 
effectiveness, holding power, student achievement)?
Research on school climate, culture and learning environments has established 
positive linkages between elements of these constructs and indices of school 
effectiveness such as organizational productivity, student achievement and school
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
41
valence ( Anderson, 1982; Brookover &Lezotte, 1979; Edmonds, 1979; Claudet, 1993; 
Logan, 1989; Miskel, Fevurly and Stewart, 1984; Morris, 1988).
Learning in schools, particularly as it relates to change processes, occurs as a 
result of personal interactions and interpretations within the environment (Kelly, 1955; 
Lewin, 1947). Proxy measures of learning such as student achievement and holding 
power can be viewed in this study as indicators of learning outcomes. Thus, if learning 
is mediated by individual interactions and perceptions as Lewin posits, then examining 
combinations of personal variables (perceptions of self/organizational efficacy and 
teacher receptivity to change) and organizational variables (elements of the professional 
learning environment) in concert may provide a better understanding of the manner in 
which these variables collectively explain variance among and between multiple indices 
of school effectiveness.
Research Question 7
To what extent are teacher perceptions of professional learning environment 
variables and school effectiveness indices mediated by efficacy variables?
Research in psychology has suggested that beliefs of high efficacy enhance 
motivation (Bandura & Cervone, 1983), promote higher goal-setting behaviors, and 
influence persistence and commitment to goal accomplishment (Latham & Locke, 1986; 
Mentc, Steel & Karren, 1987). Bandura (1977) suggests that individuals can believe 
that certain behaviors will produce certain outcomes, but if they do not believe that they 
can perform the necessary activities, they will not initiate the relevant behaviors, or if 
they do, they will not persist. Thus, it seems likely that teachers with a high sense of
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efficacy will view the professional learning environment more positively and will be 
motivated to initiate and persist with behaviors targeting goal accomplishment such as 
enhancing student learning and creating positive attitudes. If it can be shown that this 
mediating relationship exists, then it follows that provisions for accommodating such 
relationships among personal and organizational variables, particularly in theories or 
models of school organizational change and effectiveness, should be made.
Research Question 8
To what extent are teacher perceptions of professional learning environment 
variables and school effectiveness indices mediated by teacher receptivity to change 
variables?
Fuller, Wild, Rapoport & Dombusch (1982) have posited that in order to 
understand teacher receptivity to change, one must understand both group cultural and 
climate interactive dimensions and efficacy and individual dimensions of efficacy as 
well. If the perception of impact of change efforts negatively impacts either the 
individual or the organization’s ability to perform or accomplish goals, then the 
potential for resistance to change is likely (Chauvin, 1992; Fuller, et al., 1982).
Waugh and Punch (1985) found that overall feelings about a change influence 
behavior intentions. However, actual behavior, such as in forced compliance, may not 
always parallel receptivity to change efforts. Thus, changes in the most easily alterable 
profane norms often appear evident, yet changes in deep-seated cultural norms, which 
affect organizational goal attainment and related indices of effectiveness and 
productivity, may not occur. Thus, learning may indeed occur in the professional
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environment of a school, but not in ways that are consistent with goals of the change 
effort. Therefore, the relationship of professional learning to indices o f organizational 
effectiveness may be mediated by teacher resistance to change.
If it can be shown that this mediating relationship exists, then it follows that 
provisions for accommodating such relationships among personal and organizational 
variables, particularly in theories or models of school organizational change and 
effectiveness, should be made.
Research Question 9
To what extent do the general relationships among independent and dependent 
variables in the study, using school means as the unit of analysis, vary within sample 
schools, using individual teachers as the unit of analysis?
Research on school climate, culture and learning environments shows that there 
are generally positive relationships between elements of these constructs and indices of 
school effectiveness such as organizational productivity, student achievement and school 
valence ( Anderson, 1982; Brookover & Lezotte, 1979; Edmonds, 1979; Claudet, 1993; 
Logan, 1989; Miskel, Fevurly, & Stewart, 1984; Morris, 1988) using schools as the 
units of analysis. Similarly, research on personal variables such as receptivity to 
change and self and organizational efficacy have been linked to indices of organizational 
effectiveness (e.g., Corbett, et al., 1987; Elmore, 1987; Lawson & Ventriss, 1992; 
Waugh & Punch, 1985). Thus, it is expected that generally positive relationships will 
be established among variables in this study. For example, the more teachers view the 
school environment as characterized by learning and professionalism, the more likely
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they are to view the school as an effective organization. However, a recent study by 
Claudet (1993) clearly documented differences in the magnitude and direction of 
linkages among school organizational and effectiveness variables within schools. He 
used these findings as an important means of identifying schools for subsequent study 
using qualitative methodologies. His work served to identify a set of within school 
variables that were useful in further explicating quantitative linkages among school 
environment/climate variables and school organizational effectiveness. Since the 
professional learning environment and efficacy measures used in this study are new, and 
since the conceptual framework used links them to school effectiveness indices, the 
results of within school analyses can further inform both methodological and theoretical 
concerns in which the study is grounded.
Supplemental Research Questions 
In addition to the primary research questions, a variety of supplemental research 
questions are addressed in this study, some as they emerged from the results of the 
primary data analyses. Supplemental research questions are listed below.
1. What is the nature of the empirically derived constructs measured by the 
modified Receptivity to Change Inventory?
The modified Receptivity to Change Inventory (RCI) used in this study was an 
abbreviated version of Chauvin’s (1992) adaptation (for use in schools) of Hennigar’s 
(1979) original RCI. Results of factor analyses conducted in the Chauvin study 
provided a basis for conceptualization of teacher receptivity to change as a two- 
dimensional construct consisting of receptivity to superficial/behavioral change (SBC)
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
45
and receptivity to cultural/normative change (CNC). Factor analyses using teacher data 
on the abbreviated form of the RCI in this study were conducted in an attempt to 
provide support for this two-dimensional construct of receptivity. Also, since the items 
used on the abbreviated form of the RCI in this study were only a subset of the items 
contained on each of the above mentioned subscales of the RCI, there was a need to 
investigate reliabilities of the subsequently factored subscales.
2. Are bivariate relationships between subscales of the PLEI, TSOEA, RCI, 
and the school effectiveness indices statistically independent of school size?
3. Are bivariate relationships between subscales of the PLEI, TSOEA, RCI, 
and the school effectiveness indices statistically independent of school socioeconomic 
status?
In order to examine the generalizability of relationships established between the 
various independent and dependent variables in this study across key school 
demographic characteristics, a series of partial correlation coefficients was computed 
between these variables statistically controlling for indices of school size (total school 
student enrollment) and school socioeconomic status (percentage of students in a school 
receiving free or reduced-cost lunches).
4. Is there a significant multivariate relationship between PLEI and TSOEA 
variables and RCI variables?
This question was designed to examine relationships between the collective set 
of learning environment (PLEI) and teacher self and organizational efficacy (TSOEA) 
variables and the two subscales of the RCI. Analyses related to this question allowed
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for an examination of the complexities of interrelationships among these variables when 
examined in concert, and assisted in understanding linkages between these variables 
when considering possible revisions in the MSCE.
5. Are there significant, bivariate intercorrelations between subscales of the 
independent variable measures in this study?
This question was designed to examine direct linkages between the various 
independent variables measured in order to inform revisions in the original conceptual 
framework (MSCE) guiding the study.
6. To what extent does the general relationship established between selected 
learning environment and efficacy variables using school means as the units of analysis 
vary within sample schools using individual teachers as the units of analysis?
This question was designed to yield information to corroborate findings from a 
series of recent studies that have raised methodological and theoretical issues about 
appropriate units of analysis in research on linkages between school 
organizational/environmental variables and school effectiveness (Chauvin, 1992; 
Claudet, 1993, Johnson, 1991; Logan, 1990). In addition, this question was designed 
to address methodological concerns that might be raised about the possible effects of 
common data collection method variance.
Assumptions of the Study
1. Since teacher self-report data were collected for the study, it was assumed that 
respondents were reasonably honest in reporting perceptions that reflect conditions 
existing in the everyday life of the school.
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2. The participation of school district personnel in the selection of sample schools 
resulted in a school sample demographically representative of the entire district.
3. The requirement of voluntary participation of teachers within schools generated 
sufficient responses to establish valid and reliable school mean scores on the various 
independent variable measures used.
4. The generalizability of the results obtained from this study may be limited by 
the nature of the schools in the large urban district selected for the proposed sample 
and/or by common method variance concerns.
Summary
Chapter 1 presented a brief overview of the literatures relative to each 
component of the conceptual framework that was used to guide this study followed by 
a description of the nesting of each component in the larger conceptual model, The 
Model of School Change and Effectiveness (MSCE). The model was developed to 
provide a framework for linking professional learning, personal motivational, and 
effectiveness variables within the context of change in schools. A series of research 
questions and conceptual derivations which were used to guide data analyses in the 
study were presented.
Chapter 2 presents a review of the literature relative to major components 9- 
included in the Model of School Change and Effectiveness.
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CHAPTER 2: REVIEW OF RELATED LITERATURE AND RESEARCH
Introduction
Chapter two of the study presents a review of related literature relative to 
conceptualizations of constructs and linkages depicted in the Model of School Change 
and Effectiveness (MSCE) (Chapter 1, Figure 1). The review provides summaries of 
research most pertinent to understanding constructs of change, school effectiveness, self 
and organizational efficacy, receptivity to change, and adult learning in school 
professional environments. Chapter n  is organized as follows: 1) perspectives on 
educational reform and change; 2) research on school organizations and change; 3) 
research on human learning; 4) studies of learning environments; 5) research on self 
and organizational efficacy; 6) studies of receptivity to change; and 7) perspectives and 
research on effectiveness in school organizations.
Perspectives on Educational Reform and Change 
During the past 40 years, studies of school change have been quite diverse in 
focus and quality, have not proceeded in any systematic way, and have been largely 
atheoretical. Thus, findings from such a diverse pool of research have been difficult to 
integrate or compare (Gaynor & DuVall, 1977; Waugh & Punch, 1987). Perhaps this 
diversity is due to the complexity of the construct of change. The study of change is 
complex partially because of the variety of definitions and conceptions of the term 
"change" and partially because of the nature and multitude of interactions of individual 
and organizational factors that effect the change process as well as change outcomes.
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Fullan (1993) notes that the term "reform" has been used quite loosely in the literature 
to refer to either single changes (e.g., program innovations) affecting only particular 
aspects of schooling, to more sweeping changes (e.g., restructuring schools) or even 
to the general need to reform education (e.g., national educational standards). All of 
these references, though quite different in meaning and interpretation, however, refer 
to policy thrusts which require processes involving change in varying degrees at the 
individual and/or organizational level(s).
Attempts to understand the process of change have initiated historically from 
studies focused on the adoption of change by individuals (Argyle, 1967; Bennis et al., 
1969; Coch & French, 1948; Lawrence, 1954, Rogers & Shoemaker, 1971; Zander, 
1962). As a result of examining diverse findings, researchers began realizing that 
processes of change were more complex than initially thought and involved interactions 
of factors other than those unique to individuals. Thus, in studies of organizational 
change, examination of factors related to individual, political, economic and 
organizational realities and constraints, and capabilities and characteristics of institutions 
implementing the change gained importance in the change literature ( Bennis et.al, 
1976; Giacquinta, 1973).
Examinations of the interaction of the various individual, organizational, political 
and economic factors interacting in change processes in schools have typically involved 
tracing movement of reform initiatives from adoption through implementation to 
institutionalization in order to identify important variables that seem to effect or alter 
the outcome of the intent of the reform. However, many studies tracing reform
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initiatives through these processes in schools have been somewhat inconclusive, as most 
educational reform initiatives have been rather short-lived, particularly during the past 
three decades, and many have not survived the implementation stage (Nakamura & 
Smallwood, 1980).
Historically, major reform movements in education in the United States have 
followed a rather cyclical pattern, appearing on the national agenda every decade or so 
in response largely to external pressures for change in the educational system (Cuban, 
1990). For the most part, they have been characterized as short-lived, political 
endeavors initiated by forces external to schools which have left the larger educational 
context only sightly altered, and which have produced negligible changes (Muiphy,
1990). Following the Coleman, et al., (1966) Equality of Educational Opportunity 
Study, which was perceived as somewhat of an indictment of the effects of schooling, 
a series of popular national reports concerning the state of American education, most 
notably, A Nation At Risk (1983), has appeared on the national scene. These reports 
have fueled themes of educational change evident from the late seventies into the 
nineties.
Fullan (1993) outlined the themes of national educational change and reform 
thrusts as follows: 1) 1960s - Adoption of Reforms; 2) 1970s - Implementation 
Problems; 3) 1980s - Multiple Innovations; and 4) 1990s - Systemic Reform. The first 
two themes focused on surface-level changes (e.g., changes in materials, equipment, 
programs, etc.) and have often been referred to as first-wave reforms. The latter two 
themes, second-order changes, have evidenced a shift in focus to systemic elements of
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school organization and structure (Cuban, 1988; Murphy, 1989). These themes of 
change, as Fullan notes, have set the stage for the complexity and comprehensiveness 
of changes that educators face this decade and into the 21st century.
Since schools are typically viewed as catalysts for cultural change and 
improvement, and since they are embedded in wider socio-political contexts, inquiries 
about school change from a variety of conceptual and research perspectives have rapidly 
proliferated. For the most part, however, studies of change in schools have been 
directed toward investigations of the effects of new models and programs targeting 
school change as part of improvement efforts (e.g., school-based management, 
restructuring schools, shared decision making models) and/or programs designed to 
improve student outcomes in schools (e.g., early school effectiveness research). Such 
studies represent attempts to better understand the effects of change policies on schools 
as complex social systems. Few, however, have been designed to investigate the 
complexity of interactions of personal and school environmental factors in change as 
a process in schools.
Fullan and Stiegelbauer (1991) contend that change processes in schools, while 
appearing technically simple, are quite socially complex. They summarize findings of 
the past decade of research on change relative to reform in schools as follows:
In theory, the purpose of educational change presumably is to help schools accomplish 
their goals more effectively by replacing some structures, programs and/or practices 
with better ones. Change for the sake of change will not help. New programs either 
m ake no difference, help improve the situation, or make it worse. Through trial and 
error of constantly experiencing attempts at school reform, we have learned that the 
process o f planned educational change is characterized by complexity as personal, 
political and organizational forces intermingle (Fullan & Stiegelbauer, 1991, p. 15).
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Thus, it seems that change in school organizations has come to be understood 
as a complex social process that often can neither be predicted nor explained by well- 
meaning attempts at educational improvement (e.g., reform policies) which often ignore 
the realities of school contexts. However, reforms have often been used by policy 
makers to demand changes in education as elixirs for an ailing economy or declining 
leadership in technological developments. Many of these reforms have been initiated 
and implemented without regard to what is known about the gradualness of change 
processes in schools complex social organizations (Darling-Hammond, 1990; Fullan,
1991) and without fully understanding that some of the difficulties in formulating and 
carrying out effective reforms arise from individual and/or organizational resistance to 
change (Corbett, et al., 1987).
Most studies of change and reform in school organizations have largely 
addressed change effects and have not typically focused on change processes or the 
effects of cultural attitudes and perceptions or contextual factors on change initiatives. 
Darling-Hammond (1990) underscores the need for understanding change in schools 
from both the process and cultural (or receptivity) perspectives. Research on individual 
and organizational change has documented that change can be seen as a gradual process 
that originates with simple changes in behavior (e.g., externally observable 
individual/organizational changes such as changes in use of instructional media) that 
seem to occur upon initiation of a change effort and are followed by more complex 
changes is beliefs, attitudes and cultural norms (e.g., changes internal to the 
individual/organization such as new beliefs about the nature of learning) (Fullan, 1990,
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1993; Hall & Hoard, 1987). However, for planned change to become a meaningful 
and professional part of the everyday life of an organization, changes in beliefs, 
attitudes, understandings, and values must accompany the effort (Bennis, Benne & 
Chin, 1969; Chauvin, 1992; Fullan, 1985, 1992, 1993; McLaughlin & Pfeifer, 1988). 
It seems that in this latter and crucial part of the change process, which is important as 
change becomes meaningfully rooted in the cultural norms and values of the 
organization, schools begin to shift into a mode of passivity and compliance, having 
satisfied external pressures for implementation of the change on the organization. By 
taking this path of least resistance, schools seem to be affirming the age old 
observation, "The more things change, the more they remain the same."
Fullan (1994) further explicates the reasons why reform efforts have not lived 
up to their initial billing as follows:
There are two basic reasons why educational reform has tailed. One is that the 
problems are complex and intractable. Workable, powerful solutions are hard to 
conceive and even harder to put into practice. The other reason is that the strategies 
that are used do not focus on things that will really make a difference. They foil to 
address fundamental instructional reform and associated development of new 
collaborative cultures among educators, (p.46)
Thus, Fullan points to Sarason’s (1990) contention that there is a lack of 
convergence of expectations for students and teachers. If students are expected to 
interact as continuous learners and effective collaborators, then teachers must also 
exhibit these same behaviors in interactions and collaboration with their peer teachers. 
Thus, teachers must succeed if students are to succeed, and students must succeed if 
society is to succeed (Fullan, 1994). Furthermore, the role of teachers and professional
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learning and collaboration seems an important one if schools are to grow, develop and 
change in a positive ways to enhance and support learning processes for students.
Learning and change in schools as organizations has been investigated from a 
variety of perspectives. Particularly useful models for investigation of school 
organizational variables have been derived from social systems theories.
Research on School Organizations and Change 
Social Systems Theories and School Change 
Since schools can be seen as formal organizations, social systems theories and 
models have provided useful frameworks for research in schools as complex, open 
social systems (Bidwell, 1965; Etizoni, 1964; Getzels & Guba, 1957; Parsons, 1960). 
Getzel’s and Guba’s (1957) social-systems model of organizations has been particularly 
useful in understanding school organizational environments in terms of both institutional 
and individual dimensions and for explaining organizational behavior as an outcome of 
the interaction between these dimensions. School organizational behavior is 
characterized by complex sets of interactions that provide a basis for sociopsychological 
theories of group behavior in which individual roles and personality and organizational 
dimensions interact. Thus, behavior in social systems can be explained in terms of the 
interaction between role (expectations), and personality (internal need structure of an 
individual): B=f(RxP). Behavior in an organization is determined both by
expectations of the of the institution and the individual as the group responds to inputs 
from the environment.
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Thus, from a social systems perspective, understanding organizational behavior 
(i.e., change in schools) involves consideration of the complexity of interactions 
between and among individuals and the environment. Studies of change and 
effectiveness in have been fraught with difficulty as elements of culture, climate, 
environment and personal and institutional factors interact to accept, reject or absorb 
innovation attempts resulting in transformation of well-intended initiatives into 
contextually specific outcomes that have been difficult to predict or explain in ways that 
contribute to either theoretical or practical understandings of school organizations.
Research on Change in Schools
Schools have historically been inundated with reforms and change demands and 
have largely escaped with mere implementation of structural changes, yet have 
remained unchanged in terms of beliefs, values and attitudes which characterize school 
culture. This absorption phenomenon may characterize individual and organizational 
resistance to ir corporation of meaningful change as a professional part of the every day 
life of a school. Research has shown that individual reactions of schools to change 
efforts has been quite diverse in terms of effectiveness of incorporation of planned 
change (e.g., Cohen & Ball, 1990; Darling-Hammond, 1990; Sikes, 1990). If this is 
the case, then understanding organizational and individual variables which may facilitate 
change and effectiveness in schools might be useful in the development of theoretical 
perspectives of school environments as learning communities.
Since teachers play a significant role in implementation of change efforts in 
schools (Firestone & Corbett, 1988; Darling-Hammond, 1990; Cohen & Ball, 1990),
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as it is this group who most directly affect change in the everyday life of classrooms, 
teachers are most likely to influence the success or failure of such efforts. The extent 
to which teachers are receptive to change efforts along with their perceptions of their 
perceived ability to implement the change in a meaningful way in their own classrooms 
or in the larger school environment, seem to be important elements in understanding 
the change process and change efforts at the school level. Thus, rather than simply 
examining change effects or outcomes, understanding the process of change and the 
complexity of its relationship to individual (teacher) and organizational factors in 
schools seems an important key in further efforts if  change in schools is to be 
meaningfully realized (Hall & Loucks, 1982, Murphy, 1989).
Acquiring deep ownership of improvement efforts and change requires more 
than group acceptance of faddisms. Change is meaningfully integrated in the social 
contexts of schools through both individual and group reflective experiences and 
learning that arises from engagement in solving problems. What are the characteristics 
of schools that emphasize these learning processes?
Research has shown that the most productive schools value individual and 
collective learning simultaneously (Nias, Southworth, and Campbell, 1992). Fullan 
(1993) also strongly emphasizes the importance of the role of every individual in 
managing change in a continuous manner. He maintains that every teacher in a school 
has the responsibility to help create an organization capable of individual and collective 
inquiry and continuous renewal, or change and learning will not occur. Only when 
individuals take action to alter their own environments is there any chance for deep
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change. As more teachers and administrators take such action, the greater the chances 
of intersecting and of forming the critical mass necessary for system change (Fullan, 
1993, p. 130). Thus, understanding the interaction of change with personal perception 
variables seems important in facilitating schoolwide learning and effectiveness of change 
efforts.
Historically, policy makers have maintained a mindset that simply mandating 
policy will ensure change despite the cumulative evidence that this belief is erroneous. 
As McLaughlin (1990) notes, simply mandating policy is insufficient for insuring 
educational changes of value, particularly at the school level. Achieving the complex 
goals of change requires committed action and understanding of the intricacies of 
change. Change, as depicted by Fullan, is a journey (not a blueprint) which is often 
contextually confounded by culture and often by multiple, simultaneous implementation 
of innovations. Understanding that solutions cannot be known in advance is crucial to 
engaging in a meaningful journey of learning which results in situationally-specific 
outcomes and lasting change, rather than simply in "coping" behavior. Thus, effective 
change requires new learning and the acquisition of new skills, creative thinking and 
change in beliefs or understandings,
Liberman, Darling-Hammond, & Zuckerman (1991), in their studies of school 
restructuring efforts have reinforced Fullan’s (1991) and Sarason’s (1990) contentions 
about the essentiality of developing a rich learning environment for teachers and for 
students, as investments in teacher learning are what ultimately feed student learning. 
Most recently, change efforts have targeted teamwork approaches (e.g., shared decision
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making) to educational change derived from those used business and industry, have 
become widely accepted as they are more representative of collective rather than 
individual change agents in the school. This type of approach to change, built on ideas 
related to empowering teachers and encouragement of professional leadership density 
(Sergiovanni, 1991), is based on the belief that professional development built on 
teamwork and shared norms and values can orient a school toward the continuous 
intellectual renewal of those who work in it. Such approaches have continued to 
emphasize that every member of the school community (including teachers and 
administrators) are considered learners (Brandt, 1992).
Thus, effective change in schools seems to be linked to characteristics of the 
environment that facilitate and support learning as an ongoing professional process both 
within and external to the school environment.
Research on Human Learning 
Theories of Learning 
Historically, particularly in the fields of education and psychology many 
competing theories of learning have emerged in attempts to understand human behavior. 
Most differ in philosophical premises and in underlying conceptions of the nature of 
man. In attempts to understand the construct, traditional behaviorists have posited that 
the learner is essentially passive and that his behavior is controlled by internal and 
external forces. Behavioral theories such as contiguity theories (e.g., Pavlov; 
Guthre,1935) and reinforcement and operant conditioning theories (e.g., Thorndike, 
1932; Skinner, 1953; 1960), while useful in understanding the relationship of stimulus
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to response, seem somewhat inadequate in explaining the complexity of the interactions 
of human perceptions, goals, meaning and cognition in the process of learning as it 
occurs in complex social systems.
Social learning theories, which include cognitive field theories and/or 
phenomenological theories, (e.g., Kelly, 1955; Rotter, 1954; Lewin, 1947) place more 
emphasis on the complex nature of the individual learning process as it occurs in the 
environment. In adding an environmental dimension and expanding personal variables 
to include such as an individual’s life space, purpose/motivation, personality 
characteristics, insights, cognitive processes, social learning theories have attempted to 
expand the complexity of stimuli which produce individual responses. In addition, 
social learning theories have been useful in explaining learning, not only as an inference 
made from directly observable behavior, but also as a latent process (Mischel, 1971).
Conceptual models developed from theories of social learning that have been 
used for inquiry have typically incorporated two major ideas: 1) learning can be seen 
as both a process and a product; 2) learning is a function of the reciprocal interactions 
of individual variables, situation variables, and response variables. One such 
phenomenological model of learning mentioned above is Lewin’s (1947) field theory 
in which behavior is viewed as a function of the individual and the environment 
[B=f(P,E)]. Lewin’s theory has been useful in explaining the complexity and dynamics 
of interactions in schools and their subsequent effect on learning processes. Though 
learning remains a highly individual process, it occurs within a larger environment. 
This larger environment includes not only the social context in which the individual is
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immersed, but the unique, individual environment which consists of an individual’s 
construction and interpretation of factors external to the self (Kelly, 1955). Thus, if 
individual learning for teachers in schools is mediated by such interactions and 
perceptions, studies of school change might well benefit from attempts to identify 
personal and environmental variables and interactions which are more conducive to 
professional learning in order to facilitate meaningful change in schools.
Teacher Learning and Professionalism 
Views on professionalism in teaching seem somewhat devoid of references to 
learning as it relates to professional activity . For example, professionalism in 
teaching, according to Darling-Hammond (1988; 1993), empowers teachers and seeks 
to heighten accountability by investing in knowledge and its responsible use. The 
professional uses knowledge to make informed judgments about what is best for clients 
(students). Experiential, clinical, and research knowledge allows the professional 
teacher to control his/her own agenda. In Darling-Hammond’s view, the individual 
professional is responsible for building his/her own individual knowledge base and for 
reviewing and reflecting on practice and through peer mediated and self-evaluation. 
From this perspective, teachers as professionals maintain autonomy while engaging in 
growth-oriented, dialogical, peer review of practice through regular consultation with 
other professionals as well as evaluating practice and the ongoing activities of the 
organization. Thus, the emphasis in this view of teaching as a professional activity, is 
on acquiring knowledge, applying the knowledge in the classroom, and adjusting 
practice relative to results of application of such knowledge. Though it may be inferred
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that learning occurs through these processes, particularly through the activities of 
collaboration and reflection, this view of professionalism seems somewhat narrowly 
focused, and falls short of understanding the global nature of professional learning in 
school organizational environments.
The Holmes Group and Carnage Task Force also suggest that the knowledge 
base for teaching should define professionalism. However, Shulman (1987) asserts that 
teaching is defined by flexibility in that the knowledge base for teaching is not fixed 
and final and much remains to be discovered, invented and refined. He observed that 
as researchers are presenting more complex views of the art and science of teaching that 
include processes of pedagogical reasoning and action involving comprehension, 
transformation, instruction, evaluation, reflection, and new perceptions, at the same 
time, policy makers are calling for restructuring schools. Thus, teaching as a 
profession is faced with multiple uncertainties and constant flux in multiple arenas 
which has resulted in perceptions of teaching as "the not-quite profession" (Goodlad, 
1990).
Duckworth (1988) views professionalism in teaching as research in action, a 
more psychological or perhaps sociological perspective. Her emphasis lies in the role 
of the teacher as an active participant in answering and understanding the question of 
how humans (students) learn in particular circumstances or environments, in classrooms 
and in organizations. Judith Warren Little (1992) emphasizes the relationship of 
teaching to the school community. She stresses that the current press for collegiality 
and the professional community idea of teaching is often met with opposition, or at least
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skepticism, as the teaching profession has been historically characterized by pervasive 
and persistent privacy norms. Finally, Huberman (1993) posits a metaphor of teachers 
as independent artisans "tinkering" with the craft at hand as a result of necessity, as 
schools are organized to exert little influence on teaching practice or its improvement.
Thus, there seems to be a wide range of diversity of views and opinions about 
and a general lack of consensus of what professionalism in teaching actually means. 
Little (1992) suggests that the consequences of disagreement have been to render 
autonomy and community, not as either/or conditions, but as fluid, dynamic, and 
situationally specific norms of action and interaction. Similarily, Darling-Hammond 
(1993) suggests that professionalism is not an end state, but a continuous process of 
defining and redefining goals and that occupations are often in various stages of 
becoming professionalized. If this process is characteristic of professionalism, then it 
seems that learning may be an important component that is often overlooked in 
discussions of the teaching profession as "being in the process of becoming" (Allport, 
1937). Thus, emphasis on learning for all members of a school organization (students, 
teachers, administrators, etc.) within the school environment seems critical in enhancing 
this ongoing process of change and reflection deemed characteristic of professions.
Studies of Learning Environments 
Historically, studies of environments in schools have evolved from work in the 
field of social psychology which began as early as the 1920s in an effort to understand 
the complexity of relationships between students and teachers and among students 
(Ellett, 1989). Chavez (1984), in his synthesis of conceptual bases and methodology
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involved in early studies of learning environments, refers to the wide variation of 
conceptual thrusts historically evident in studies of social behavior in classrooms, 
teacher personality influences on learners in the classroom, and leadership roles and 
behavior in organizations. As the study of classroom climates evolved during the 1950s 
and 1960s, the study of classroom environments became more methodologically 
rigorous and theoretically based (Ellett, 1989). Theoretical underpinnings of classroom 
environment research are described in several reviews (e.g., Fraser, 1986,1989; Fraser 
& Walberg, 1991). School environment research has received somewhat less attention 
and has typically been associated with theoretical concepts prevalent in the field of 
educational administration and in views of schools as formal organizations (Anderson, 
1982, Fisher & Fraser, 1991).
The study of learning environments in schools is theoretically linked to and has 
evolved from studies of culture and climate in organizations.
Conceptual/Theoretical Bases of Studies of Learning Environments 
Definitions of culture have historically been fraught with conceptual complexity 
and confusion. There seems to be no best framework for suggesting the existence of 
an ideal culture, as an organization is more or less effective depending upon situational 
demands (Hoy & Miskel, 1991). Thus, research in the study of organizational culture 
has, at best, attempted to describe what exists in terms of cultural assumptions and has 
typically drawn conclusions/implications from comparisons between effective and 
ineffective organizations, the success of which was determined by some external criteria 
such as financial success in industry (e.g., Ouchi,1981; Peters & Waterman, 1982).
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Studies of culture in educational organizations have borrowed heavily from ideas 
found in research on corporate organizations. Typologies of organizational culture that 
have been applied to schools have stemmed from ideas of organizations as social 
transaction units which involve distribution of power, both internally and externally 
(Hoy & Miskel, 1988). Some attention to the study of culture as a human resource 
orientation, particularly in terms of leadership within the organization (e.g., Hempill 
& Coons, 1950; Halpin, 1956, 1966; Stogdill, 1963; Kunz & Hoy, 1976; Hersey & 
Blanchard, 1977) has been given to explain personal interactions among leaders and 
members within the organization.
Culture in schools as social organizations, has been defined as a social element 
of climate by Taguri (1968), which includes belief systems, values, general cognitive 
structures, and meaning within the social system that is characterized by the pattern of 
relationships of persons and groups within the system. Culture has also been viewed 
as the conservative, stabilizing force which governs behavior within a social 
organization such as a school (Wilson, 1971; Hanson, 1979).
Historically, research related to culture of social systems has indicated that 
culture paradoxically, is both static and dynamic (Rossman, Corbett & Firestone, 
1988). Even though cultural content carries with it a deep sense of obligation of 
organizational members, it nevertheless is subject to changes as members come into 
contact with and/or create new ideas. Thus, elements of culture are somewhat difficult 
to investigate without consideration of time-bound contextual variables.
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Sarason, 1971, expands on ideas of the static and dynamic elements of culture 
in his application of metaphors of the sacred and the profane derived from the use of 
social science in the study of religious phenomenon (e.g., Eliade, 1959; Durkheim, 
1965; Gordon, 1984) to norms in schools. The impetus of this body of research was 
the exploration of the relationship of these cultural, normative variables to change in 
schools as organizations. Presence of both types of norms (sacred and profane) within 
the culture of schools is necessary for organizational orientation and identity which 
regulates school life and ingrained patterns of behaving and believing. Sacred norms 
are enduring, supply stability, and define the realm of reality that gives the organization 
a meaning or purpose. Profane norms, however, reflect the transitory side of everyday 
life in the organization. The profane is characterized by accepted transience, legitimacy 
of continual examination of alternatives and redefinition based on improved knowledge 
(Gordon, 1984). Thus, sacred norms are thought to be more resistant to change than 
are profane norms. Understanding these cultural metaphorical constructs and 
implications for change processes in schools seems important if schools are to achieve 
meaningful, lasting change.
Firestone and Wilson (1985) provided a framework for studying culture in 
schools in an effort to examine the differences in cultural content and the relationship 
of content to effective instruction in schools. This framework involves analysis of 
culture through the study of three cultural characteristics; content (norms), expressions 
and symbols (icons and rituals) and communication patterns. These researchers have 
found that neither sacred nor profane norms necessarily evolve from shared definitions
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of best professional practice. Thus, it is the content of such norms that defines the 
culture of the school. For example, a school cultural norm in which members share 
a common commitment to enhancing learning for all students suggests more of a 
professional focus than one in which it is socially expected that neither teachers nor 
students remain in the school building beyond dismissal(Rossman, Corbett, & Firestone, 
1988). Thus, both the content of norms along with communication of these norms seem 
important cultural elements to consider in the study of school professional learning 
environments.
Research on organizational climate, particularly in schools, has emerged from 
studies of culture or ethos of organizations and has been characterized by different 
conceptions of what constitutes climate. Differences in perspectives of organizational 
climate are due partially to the application of different theoretical perspectives to 
schools as organizations. For example, theories in economics, particularly Input-Output 
theory (eg. Walberg, 1967), assume that some combination of school inputs is thought 
to create a climate in which positive school outputs are produced (Anderson. 1982). 
Sociological theories (eg. Brookover & Erickson, 1969) posit that school climate is a 
more complex cultural system of social relationships that interact to meet educational 
goals. Ecological theory (eg. Taguri, 1968) combines both perspectives of concern for 
social processes and culture of an environment and economics (creation, distribution 
and maintenance of resources and physical elements) to explore what proponents have 
labeled as functions of the entire system. In the study of school climate, however,
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sociological theory, has been widely utilized to explain the complex relationships of 
individuals with their environment to create different outcomes.
Halpin and Croft (1963) compared climate in an organization to the personality 
of an individual. Early studies were concerned with attempts to determine the 
personality of an organization by classifying it on a continuum from open to closed 
based on subordinates and leader perceptions of interactions among peers and leaders 
(e.g. Halpin & Croft, 1962; Brown, 1965; Watkins, 1968). Tagiuri (1968) described 
climate in terms of four dimensions of the environment; ecology, milieu, social system 
and culture. He posits that elements of all dimensions contribute to the total quality of 
the environment of the organization. Moos (1974) suggested a system of social ecology 
of which climate, the interaction of humans with physical and social dimensions of the 
environment, is one of six approaches to the study of the human environment 
(Anderson, 1982). Brookover et al.(1977) established school climate factors related to 
the social structure of the organization derived from the perceptions of students, 
teachers and principals concerning each other group and its characteristics. Willower 
and Licata (1975) investigated environmental robustness as a construct for 
differentiating school climates characterized by high dramatic content and its 
relationship to the attraction and holding of students and teachers.
Other climate-related research has centered on organizational health (Hoy & 
Ferguson, 1985) as it relates to the organization’s ability to meet both its instrumental 
and expressive needs; pupil control orientation (Willower, Eidell & Hoy, 1967) as it 
relates to how teachers and leaders view students in the school to determine the
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organization’s degree of custodial or humanistic orientation; teacher perceptions of the 
environment in terms of the bureaucratic characteristics of schools (Anderson and 
Tissier, 1973); and student and teacher attitudes about the quality of life in schools 
(Epstein & McPartland, 1976).
Thus, a variety of views of organizational climate dimensions, factors and 
variables have emerged and there has been considerable debate over which variables 
collectively define organizational climate. Most conceptualizations of school 
organizational climate, however, have focused somewhat narrowly on the affective 
dimension of the total environment of schools as organizations. While this dimension 
is an important component of school environments, studies of affect in isolation of other 
elements of environments, particularly as they relate to more recent views of schools 
as learning communities (Brandt, 1992; Glickman, 1992) seem rather insufficient in 
understanding the complexity of school learning environments.
A more recent attempt to adapt models of climate and school effectiveness to 
understand the organizational nature of professional activities related to instructional 
supervisory interactions and communications has been made by Claudet (1992). His 
study served as an initial probe of the idea that elements of climate and culture 
contribute to a larger construct of the professional learning environment of schools.
Learning Environment Research in Schools 
Construct dimensions useful in the study of measurable learning environments 
in schools recently emerged from the work of Herbert Walberg in the late 1960s in 
research and evaluation activities associated with Harvard Project Physics and, at the
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same time, from the work of Rudolph Moos with the development of social climate 
scales for use in psychiatric and correctional institutions. Moos (1974) developed a 
three-dimensional scheme for classification of human environments: 1) Relationship 
dimensions which include the nature and intensity of personal relationships within the 
environment and the extent to which persons are involved in the environment in 
supporting and helping one another (e.g., peer support, involvement); 2) Personal 
Development dimensions which include basic directions along which personal growth 
and self-enhancement tend to occur (e.g., autonomy, competition); and 3) System 
Maintenance and System Change dimensions which involve the extent to which the 
environment is orderly, clear in expectations, maintains control and is responsive to 
change (e.g., innovation, clarity, workpressure)(Fraser, 1989). This scheme has been 
used to guide subsequent work in both conceptualization and development of 
instrumentation/processes to measure social learning environments in various settings.
Most of the research on learning environments in schools has been devoted to 
the study of classroom environment characteristics (Fraser, 1986; 1989). Investigations 
of school level environments (other than research on elements of climate and culture), 
has been somewhat limited. In addition, conceptual bases vary widely (e.g., 
psychosocial elements, structural features, needs and satisfaction factors, norms and 
belief characteristics, supervisory elements, etc.) and few available instruments exist 
which can be used to assess more global, rather than specific, elements of learning 
environments in schools.
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School-level and classroom-level environments have essentially been seen as 
different in terms of relationships among members of each environment. Whereas 
classroom interactions involve relationships between teachers and their students or 
among students, school interactions involve teachers’ relationships with other teachers, 
staff and school administration, as well as with environments external to the school 
(Fisher & Fraser, 1991).
Methods of Data Collection in School Learning Environments
Various types of methods have been used to capture interactions within social 
environments and have guided development of processes/measures of learning 
environment characteristics. One such method involves the use of direct observation, 
which in research on classroom environments has typically focused on the observation 
of teacher behaviors and student-teacher interactions. Measures such as the Flanders’ 
Interaction Analysis System (Amidon & Hough, 1967) and the Observation Schedule 
and Record (OSCAR) (Medley & Mitzel, 1958) have been widely used as means to 
describe the classroom environment as assessed by a detached observer. More recently, 
system, the System for Teaching and learning Assessment and Review (STAR) (Ellett, 
Loup & Chauvin, 1990) has been developed as a holistic assessment of the learning 
environment that focuses on the quality and quantity of linkages between teaching and 
learning.
Another type of method that has been prevalent in the study of learning 
environments is the use of self report perceptions measures to capture environmental 
characteristics as perceived by milieu inhabitants. Studies in schools have centered on
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students’ and teachers’ collective and individual perceptions of important social and 
psychological properties of learning environments in classrooms. Because of ease of 
administration, the relatively low inference qualities and the ability to collect large 
samples of data from which to make inferences about climate constructs, such 
instruments are seen as useful for studies of learning environments in elementary and 
secondary school classrooms and in higher education settings as well (Fraser, 1986). 
Instrumentation for Assessment of Learning Environments in Schools
Instruments such as The Learning Environment Inventory (LEI) (Anderson & 
Walberg, 1974: Fraser, Anderson, & Walberg, 1982), The Classroom Environment 
Scale (CES) (Trickett & Moos, 1973; Moos & Trickett, 1974), The Individualized 
Classroom Environment Questionnaire (ICEQ) (Rentoul & Fraser, 1979; Fraser, 1985), 
The My Class Inventory (MCI), a derivative of the LEI, (Fisher & Fraser, 1981; 
Fraser, Anderson & Walberg, 1982), the College and University Classroom 
Environment Inventory (CUCEI) (Treagust & Fraser, 1985), and the Classroom 
Learning Environment Scale (CLES) (Fraser, 1989) have been developed as classroom 
environment measures for use in schools to assess affective elements of classroom 
climates from perceptions of students. Research using these various classroom 
environment scales and self report methodology centers on investigations of associations 
between student outcomes and classroom environment psychosocial characteristics (e.g., 
Walberg & Anderson, 1972; Fraser, 1978,1979; Ellett & Walberg, 1979; Moos, 1979; 
Haertel, Walberg & Haertel, 1981), use of classroom environment dimensions as 
criterion variables (e.g., Welch & Walberg, 1972; Trickett, 1978; Fraser, 1980; Levin,
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1980; Talmage, etal., 1984; Wang, etal., 1984), investigations of student achievement 
in actual vs. preferred classroom environments (e.g., Fraser & Rentoul, 1980; Fraser 
& Fisher, 1983); and in practical attempts to improve classroom environments (e.g., 
Fraser, 1981; Fraser, Seddon & Eagleson, 1982; Fraser & Deer, 1982). These 
measures have provided important information for use in various types of classroom 
research and their validity and reliability characteristics have been well documented.
Development of instruments to measure characteristics of school environments 
has proceeded quite slowly. One of the earlier examples of a school environment 
instrument is the College Characteristics Index (CCI) (Pace & Stem, 1958) which 
measures student or staff perceptions of environmental characteristics such as affiliation, 
aggression, deference, impulsiveness, order, etc., based on behavioral manifestations 
of needs variables. The original instrumentation was adapted to form the High School 
Characteristics Index (HSCI) (Stem, 1970) for use in secondary schools.
One of the most widely used instruments developed to assess school level 
environmental characteristics is the Organizational Climate Description Questionnaire 
(OCDQ) (Halpin & Croft, 1963). The OCDQ measures teacher perceptions of four 
dimensions of faculty behavior (Hindrance, Intimacy, Disengagement, and Esprit) and 
principal behavior (Production, Aloofness, Consideration, and Trust). The resulting 
profile of scores is used to classify schools into six climate types; open, autonomous, 
controlled, familiar, paternal, and closed. The instrument, however, has been criticized 
as not being well suited for the study of learning environments in large, urban, or 
secondary schools (Carver & Sergiovanni, 1969).
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Attitudinal or satisfaction scales have also been used as proxy measures of 
school environments as such factors have been typically seen as mediating school 
environmental characteristics. One such instrument, The School Survey, developed by 
Coughlan and Cooke (1974) has been used in attempts to provide feedback to school 
personnel about desirable/undesirable teacher work morale factors, and to study 
mediating linkages between measures of principal performance and school outcomes 
(Payne & Ellett, 1974).
Typically, adaptations of classroom learning environment inventories have been 
used in schools to gather students and teachers perceptions about school level concepts, 
rather than class level factors. For example, The My School Inventory (Payne & 
Ellett, 1974) is an adaptation of the My Class Inventory (Anderson & Walberg, 1972) 
in that the reference to "class" in the MCI is substituted with "school" in each of the 
items. Adaptations of classroom scales to schools have been considered somewhat 
confounding, particularly as they apply to gathering perceptions from students. For 
example, students are considered to be somewhat removed from the total school 
environment and their interactions with all school organizational members may be 
limited. Thus, students tend to assess elements of the school environment in terms of 
their individual and/or collective classroom perceptions (Fraser, 1981).
Adaptations of scales used in assessing organizational work environments, most 
notably Fraser, Docker and Fisher’s (1989) adaptation of the Work Environment Scale 
(WES) (Moos, 1981) for use in schools, have been used to taps teachers’ perceptions 
of psychosocial dimensions of the school climate. Scales include factors such as
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collective involvement, peer cohesion, staff support, autonomy, task orientation, work 
pressure, clarity, control, innovation and physical comfort. The School Level 
Environment Questionnaire (SLEQ) (Rentoul & Fraser, 1983) was developed as a 
school environment measure which has minimal overlap with existing measures of 
classroom-level environments. Both instruments have been shown in studies of 
elementary and secondary schools to have reasonably high internal consistency, are 
consistent with literature on school climate and views of practicing teachers, and have 
been shown to differentiate among teacher perceptions in different schools (elementary 
and secondary) (Fisher & Fraser, 1991).
Recently, investigation of elements of the school professional supervisory 
subculture has provided insight into variables and variable relationships within a larger 
construct of the professional learning environments in schools. The Organizational 
Supervisory Climate Inventory for Schools (OSCI-S) (Claudet, 1993) was developed to 
tap teacher perceptions of organizational/supervisory interactions and its use in schools 
has provided data which further expands school climate variables to include professional 
supervisory dimensions.
Instrumentation cited above has been shown to have reasonably high validity and 
reliability for use in schools in measuring components of the multidimensional school 
climate construct. While each underlying conceptual basis is somewhat different, most 
are designed to capture the psychosocial characteristics of the school environment as 
perceived by organizational members. Although psychosocial elements and interactions 
within a school are important, particularly as they relate to motivation and work morale
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(Miskel & Ogawa, 1988), they constitute only small element of the larger professional 
environment for learning. More recent conceptualizations of schools as learning 
communities (e.g., Brandt, 1992; Glickman, 1992) seem to require a broader focus on 
the continuous process of individual (student/adult) and organizational learning in school 
environmental contexts. Such a focus involves re-conceptualizing school environments 
in terms of learning which may include psychosocial interactions, but which more 
strongly focuses on professional norms involving communications for learning, 
emphasis on individual and group reflections for learning, goal consensus and cultural 
norms that emphasize learning, and on professional supervisory learning interactions.
Research on Self and Organizational Efficacy 
Lawson and Ventriss (1992) have investigated the link between individual and 
collective perceptions of self and organizational efficacy and change in public sector 
organizations. These researchers have posited that such efficacies can be enhanced at 
the individual and organizational levels when cultural changes involve the promotion 
of higher level organizational learning among members.
Based on Lewin’s (1947) theoretical implications that learning is mediated by 
an individual’s interactions with and perceptions of the external environment, it seems 
important to investigate elements of these interactions and perceptions in order to 
understand the nature and complexity of learning in school professional environments.
Conceptual/Theoretical Bases of Efficacy 
A key self-perception construct posited as important to social learning is self 
efficacy. As conceptualized by Bandura (1977), self efficacy is an important cognitive
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mediator of the acquisition and regulation of behavior and it is grounded in cognitive 
processes that lead to learning from the observation of response consequences. In 
describing how self efficacy mediates linkages between cognition and behavior, Bandura 
(1977) differentiates between "outcome expectancies" (an individual’s estimate that a 
given behavior will result in a given outcome) and "efficacy expectations" (the belief 
that one can successfully execute a behavior to accomplish or produce an outcome). 
From this perspective, the self efficacy construct and efficacy expectations "determine 
how much effort people will expend and how long they will persist in the face of 
obstacles and aversive experiences." In addition, the personal efficacy construct is 
believed to encompass a personal competence/capability component that interacts with 
outcome expectancies. Thus, expectations alone will not produce desired performance 
if capabilities are insufficient. In addition, in describing the role of external incentives, 
Bandura states that "there are many things that people can do with certainty of success 
that they do not perform because they have no incentives to do so." Therefore, 
perceived self-efficacy (Bandura, 1977; 1982; 1986; 1993) is concerned with judgements 
of what one can do with whatever resources one possesses rather than perceived 
capability to perform specific skills themselves. Thus, judgements of personal 
capabilities (efficacy expectations), along with perceptions that a behavior will produce 
a certain outcome (outcome expectancies), given environmental constraints mentioned 
above, subsequently effect an individual’s motivation to organize and execute courses 
of action required to attain designated types of performance.
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Bandura (1977) also refers to efficacy dimensions of generality, magnitude and 
strength. Generality of the efficacy construct refers to the extent to which competency 
and motivational elements span a variety of situations; strength is reflected in perceived 
degrees of effort (relative to perceived competence and motivation) needed to 
accomplish tasks; and magnitude refers to perceived difficulty of tasks, given self 
perceptions of competency. Complex interactions among these dimensional perceptions 
effect individual performance. For example, Bandura (1977) has suggested that 
individuals can believe that certain behaviors will produce certain outcomes, but if they 
do not believe that they can perform the necessary activities, they will not initiate the 
relevant behaviors, or if they do, they will not persist.
In accordance with Bandura’s (1977) motivational constructs of efficacy, high 
self or organizational efficacy may be characterized by motivation toward goal 
attainment. Such motivation consists of elements of degree of effort, degree of 
persistence in spite of obstacles, and degree of willingness to persevere and pursue 
additional goals in spite of failure. Considered collectively, the personal efficacy 
construct provides a useful means to understand the motivation and behavior of 
individuals and groups within organizations.
Efficacy Research in Organizations and Schools
Teacher self efficacy has been investigated in a variety of studies (e.g., Ashton 
& Webb, 1986; Dembo & Gibson, 1984; Gibson & Dembo, 1984; Woolfolk & Hoy,
1990) and instrumentation has been developed to assess teacher perceptions of self- 
efficacy as it pertains to teacher behaviors relative to students at the classroom level
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(e.g., classroom behavior management) (Gibson & Dembo, 1984; Emmer & Hickman,
1991). Such measures, however, have focused on situationally-specific behaviors and 
instances, rendering inferences made from such measures difficult to generalize across 
multiple situations/instances.
There are few known studies that have investigated the constructs of self and 
organizational efficacy as each pertains to teacher perceptions and behaviors within the 
larger school professional learning environment. Research in psychology has suggested 
that beliefs of high efficacy enhance motivation (Bandura & Cervone, 1983), promote 
higher goal-setting behaviors, and influence persistence and commitment to goal 
accomplishment (Latham & Locke, 1986; Locke, Shaw, Saari, & Latham, 1981; 
Mento, Steel, & Karren, 1987). As an extension of these ideas, Lawson and Ventriss 
(1992) have suggested that for organizations in the process of cultural change, setting 
and promoting public commitment to specific organizational goals may serve to enhance 
both shared beliefs and values about the ability of the organization to achieve these 
goals as well as to influence how member view themselves as effective within the 
organization. Thus, strong organizational cultures stressing innovation and change may 
enhance individuals’ perceived self-efficacy as well as collective efficacy, that is, the 
individual member’s assessment of the ability of the organization to execute specific 
performances (Lawson & Ventriss, 1992).
Similarly, a few studies of collective efficacy in schools (e.g., Bandura, 1993) 
have reported that school staff members who collectively perceive themselves capable 
of promoting student academic success actually infuse their schools with a positive
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ambience for achieving academic goals. As a result of such findings, Bandura has 
added an additional, collective dimension to his own research on efficacy. Thus, his 
recent research on efficacy in schools has typically focused on two approaches for 
determining collective efficacy as it relates to organizational performance using schools 
as the units of analysis. One approach involves aggregating at the school level, 
teachers’ beliefs in their efficacy to promote learning in their own classrooms. A 
second approach involves aggregating teachers’ beliefs in their schools’ capability as 
a whole to promote learning. Both approaches have most recently been used in 
research from an organizational evaluative standpoint using student collective 
achievement as a measure of organizational performance in schools. However, little 
research has been done on collective perceptions of efficacy as it relates to other 
organizational level goals, rather than simply to promotion of student achievement.
Research has repeatedly shown that understanding organizational effectiveness 
involves consideration of both individual and collective interactions in the environment 
(Bandura, 1993; Lawson & Ventriss, 1982). If the efficacy construct can be 
conceptualized in terms of perceptions of motivation of both individual and of collective 
efforts in working toward goal attainment in the school, it may serve as a useful 
variable in explaining interactions related to achievement of global, organizational goals 
which go beyond student achievement. And, as Wood & Bandura (1989) point out, 
perceptions of collective and self-efficacy may also be strengthened, not only by 
individual goal attainment, but by observation of others within an organization (leaders 
or peers) performing at high levels of such attainment and by public feedback relative
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to specific collective performances. Perceptions are also enhanced by member beliefs 
that the organization is capable of change and that members share in decision making 
relative to goal setting and direction of group performance (Wood & Bandura, 1989).
Thus, in order to further understand change and effectiveness in schools, it 
seems important to develop frameworks for investigation of multiple indices of school 
learning environment characteristics which incorporate individual and organizational 
perceptions and interactions. Few systematic studies have been conducted to determine 
what specific change processes or personal variables (such as efficacy) may mediate the 
impact of organizational productivity (Offermand & Gowing, 1990). Furthermore, few 
instruments have been developed to measure personal constructs (such as efficacy) from 
a more global, organizational perspective rather than from classroom-specific or 
student-specific perspectives.
One recent study, however, by Chauvin (1992), suggests that the personal 
variable of teacher receptivity to change may indeed mediate change processes within 
schools as organizations.
Research on Receptivity to Change 
Research on change efforts in schools (e.g., Fullan, 1985, 1990, 1993; Fullan, 
Bennett & Rolheiser-Bennett, 1990; Rossman, Corbett & Firestone, 1988) has been 
concerned with individual and collective attitudes and beliefs reflecting shared norms 
and culture as these cultural elements have provided information useful in targeting 
planned change reform efforts (Corbett, et al., 1987; Hall & Hoard, 1987; Kaslow & 
Giacquinta, 1974; Waugh & Punch, 1985). These collective shared norms and beliefs,
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unique to the school professional learning environment, may either be consonant with 
or in conflict with planned change in a school. Thus, the more in conflict change 
efforts are with cultural norms and beliefs, the greater the individual and thus 
organizational resistance to the change and the less likely that goals of the effort will 
be reasonably met (Corbett et al., 1987; Deal, 1990; Rossman, et al., 1988).
Fuller, Wild, Rapoport & Dombusch (1982) have related teacher receptivity to 
change to teachers’ self-perceptions of efficacy. They have also suggested that 
understanding the relationship between teacher perceptions of organizational (interactive 
or group) and performance (individual) efficacy and receptivity is important in 
interpreting the effectiveness of change at the school level. For example, if the 
perception of impact of change efforts impairs either the individual or the organization’s 
ability to perform or accomplish goals, then the potential for negative reactions and 
resistance to the innovation is present (Chauvin, 1992, Fuller, et al., 1982). Sarason 
(1971), in discussing school culture and change, points to the existing "regularities" in 
school life as ingrained patterns of behaving and believing based on the existence of 
both sacred and profane norms. Durkheim (1965) defines sacred norms as essentially 
immutable, efficacious and enduring thus, they are less susceptible to change. Profane 
norms, on the other hand, represent the transitory side of everyday life and thus are 
more susceptible to change as they are in a state of temporary adjustment and are 
continuously being redefined. Thus, Corbett, et al. (1987) asserts that a planned change 
must be able to co-exist with existing cultural norms, or existing norms (particularly 
the sacred) must change in order for the innovation to become meaningful in the school
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environment. Thus, it follows that teachers may be most resistant to a planned change 
effort if it is perceived to violate the sacred norms of the school culture, may be highly 
resistant to professional learning as it pertains to elements of the effort, 
and may perceive that such obstacles prevent the accomplishment of the goals pertaining 
to the effort.
Factors that contribute to an individual’s degree of receptivity to planned change 
include, not only perceptions of beliefs, attitudes, and norms in the organization, but 
perceptions of economic "costs" in terms of time, money and efforts and socio-political 
context issues and interactions (Corbett, et al., 1987; Elmore, 1987; Waugh & Punch, 
1985). Waugh and Punch (1985) found that overall feelings about a change which are 
formed as a result of all perceptions, influence behavior intentions. However, actual 
behavior, such as in forced compliance, may not always parallel receptivity to a change 
effort. For example, a school may appear to implement an innovation (e.g., a 
cooperative learning curriculum) by making changes in some of the easily alterable 
norms (e.g., the use of new materials), however, changes in sacred, more deeply 
entrenched, norms (e.g., attitudes about student learning) are not evident as ways of 
doing things proceed in much the same way as was evident prior to implementation of 
the innovation.
Considered collectively, results of studies of planned change suggest that 
teachers’ receptivity to change in schools can be understood in terms of their beliefs 
about the degree to which the change will alter established norms and the degree to 
which each individual perceives that he/she can be effective in carrying out the change
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without extreme economic or socio-political costs. Since meaningful change does not 
appear to take place without learning, understanding professional learning in terms of 
personal variables such as receptivity to change and perceptions of self efficacy and the 
interactions of these personal variables with organizational variables, may be significant 
in facilitating learning and change schools environments.
Perspectives and Research on Effectiveness in School Organizations 
Researchers have struggled, particularly during the past two decades 
characterized by educational reform and change, with conceptual definitions of school 
effectiveness as well as with indices of measuring such effectiveness. In this study of 
school change and effectiveness, it is assumed that productive change in schools does 
not occur without new learning which ultimately enhances school effectiveness. Thus, 
investigation of conceptual and operational definitions of school effectiveness were 
conducted in order to solidify understandings of the construct as it applies to 
professional learning for teachers and change in schools. The following sections 
provide an overview of conceptual bases of school organizational effectiveness and 
typically-used school effectiveness constructs.
Organizational Effectiveness 
Theoretical approaches to school organizational effectiveness have largely been 
centered around use of either goal models or systems resource models in order to guide 
comparisons of the multi-dimensional elements of the construct. Since there are a 
variety of criteria that might be used to examine linkages between school environmental 
variables and effectiveness, Hoy and Miskel (1987) suggest that to ask a global question
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about whether a school is effective or ineffective is virtually a useless exercise. Any 
organization can be deemed effective relative to a single criteria and, at the same time, 
ineffective relative to other criteria for effectiveness.
One model for integrating organizational effectiveness constructs which has been 
quite useful in research on school organizations was developed by Paul E. Mott (1972). 
Mott’s model is based on organizational outcomes and is consistent with the integrated 
goal system resource model of social systems derived from the Parsonian framework 
(Parsons, 1954). Mott’s model satisfies the four basic problems of adaptation, goal 
attainment, integration and latency that Talcott Parsons describes as essential for all 
social systems if they are to grow and develop (Parsons, Bales and Shils, 1953). Five 
components of Mott’s model, quality and quantity of product, efficiency, adaptability 
and flexibility, determine the ability of an organization to mobilize its centers of power 
for action to achieve goals and to adapt. Thus, according to Mott’s model, 
effectiveness of an organization in terms of each of the five components is determined 
by consideration of a variety of organizational outcomes. This model, applied to 
schools, implies that an effective school organization produces a high quantity and 
quality of various products (not only student achievement), generates more positive 
attitudes, adapts well to environmental constraints, and deals more potently with 
internal problems (Hoy and Miskel, 1991).
Instrumentation developed by Mott for a variety of organizational settings was 
modified for studies in schools (Miskel, Fevurly and Stewart, 1979; Miskel, Bloom and 
McDonald, 1980). Research using The Index of Perceived Organizational Effectiveness
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indicates that effectiveness is greater when climate is open and decision making is 
decentralized (Claudet, 1992; Johnson, 1990; Logan, 1989; Miskel, Fevurly and 
Stewart, 1979; Miskel, McDonald and Bloom, 1979, 1980). Thus, the constructs 
inherent in Mott’s model and this measure seem appropriate for use in investigating 
relationships in this study between characteristics of a school professional learning 
environment (which includes climate variables) and indices of organizational 
effectiveness.
School Effectiveness and Productivity Research 
Conceptions of school effectiveness have been popularized by the recent history 
of school effectiveness and school effects studies. Traditional school effectiveness 
studies (e.g., Brookover and Lezotte, 1979; Edmonds, 1979; 1983; Weber, 1971) have 
been primarily concerned with student-related outcome (achievement) definitions of 
school effectiveness in view of school socioeconomic characteristics. This body of 
research on school effectiveness was initiated in response largely to national and state 
political foci and reforms aimed at school improvement.
The school effectiveness movement gained momentum on the national scene 
largely as a result of reactions to James Coleman’s 1966 report which became 
associated with the phrase "schools don’t make a difference" (Bossert, 1988). As a 
result of findings of this landmark study, the academic research on effective schools 
began with a focus on school improvement and policy responsive strategies for 
enhancing effectiveness (Richards, 1991). During the 1970s, following reports by 
Mosteler and Moynihan (1972) and Jencks et al, (1972) which confirmed Coleman’s
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findings that differences in student achievement are more strongly associated with 
characteristics other than school-based variables, research on school effects and school 
effectiveness gained widespread attention as researchers set out to prove that schools 
could make a difference (e.g., Brookover & Lezotte, 1979; Edmonds, 1979, 1983; 
Weber, 1971: Rutter, 1987, etc.). The early effective schools research pursued 
somewhat of a utilitarian strategy as the following typical procedures were used in 
conduction of such research: 1) Selection of a valid and reliable set of indicators and 
norm-referenced achievement tests to verify effectiveness outcomes; 2) Identification 
of the "critical core" of characteristics essential to effective schooling and distinguishing 
them from others which are detrimental or indicative but not essential; and 3) 
Determining the appropriate policies and implementation strategies necessary to 
transform ineffective schools into effective schools (Richards, 1991; p.28).
According to numerous studies related to this body of research, schools can be 
organized to promote high achievement in basic skills if they follow a simple formula 
which was communicated as a prescription for success. The formula includes five 
factors: 1) strong instructional leadership by principals; 2) high expectations for 
student achievement; 3) a safe and orderly school climate; 4) clear instructional goals; 
and 5) frequent use of student achievement data to evaluate program success (Weber, 
1971; Edmonds, 1979; General Accounting Office, 1989). School level characteristics 
found in some inner-city schools that substantially decreased basic skill achievement 
differences among socioeconomic groups were the basis for the formula but,
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generalization of this model to schools with differing characteristics has been questioned 
(e.g., Berry and Ginsberg, 1991; Good and Brophy, 1986; Purkey and Smith, 1983).
Historically, school effectiveness research has been fraught with multiple 
methodological, conceptual, measurement, and consideration of context problems (Good 
& Brophy, 1986; Purkey & Smith, 1983; Hoy & Ferguson, 1985; Ralph & Fennessey, 
1983; Rowan, Bossert & Dwyer, 1983; Teddlie & Stringfield, 1993; Wimpelberg, 
Teddlie & Stringfield, 1989). Given these difficulties it seems that further research 
may be needed to extend studies of school effectiveness to include consideration of 
within school variability, situational factors and context, and interactions of personal 
and organizational variables mediating school outcomes.
In addition to the body of research on school effectiveness, recent, large scale 
meta analyses and summaries of the effects of schooling have illustrated that most 
studies of school-related effects have primarily focused on student-related outcome 
concerns (Bossert, 1989; Wang, Haertel, & Walberg, 1994) despite the fact that there 
are abound widely known correlates and predictors of student achievement that extend 
beyond school environments (e.g., student aptitude, student motivation, educational 
quality of the home environment, etc.). In addition, a variety of other recent studies 
(e.g., Claudet, 1993; Johnson, 1991; Logan, 1990) have shown that there are sets of 
important school structural, cultural and learning environment variables that can be 
meaningfully linked to the study of school organizational effectiveness quite apart from 
any linkages to student-related outcomes (e.g., achievement and attendance). Thus, in 
this study, student-related considerations (student achievement and holding power) are
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considered important school outcome variables (Wang, Haertel, & Walberg, 1994), but 
are subsumed under the larger, more comprehensive construct of school organizational 
effectiveness.
Summary
Chapter 2 presented a review of the literature relative to major components in 
the Model of School Change and Effectiveness. Pertinent perspectives in the literatures 
on schools change and reform, school organizations, personal learning, learning 
environments, self and organizational efficacy, receptivity to change, and organizational 
and school effectiveness were provided. Syntheses of the literatures suggest that change 
in schools for the purposes of rendering them more effective has been quite difficult 
given the complexity of interactions in schools as open social systems. Studies of 
change and effectiveness have been fraught with difficulty as elements of personal and 
environmental factors interact to accept, reject or absorb innovation attempts. Results 
of such interactions have been evidenced in the transformation of well-intended 
initiatives into contextually specific outcomes that have been difficult to predict or 
explain in ways that contribute to either theoretical or practical understandings of school 
organizations. This study seeks to integrate school level and personal constructs in a 
framework useful for understanding effectiveness in terms of learning and change in 
schools and to provide insights toward development of a more comprehensive model 
of school effectiveness.
Chapter 3 describes the research methodology and procedures employed in the
study.
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CHAPTER 3: DESIGN, METHODOLOGY AND PROCEDURES 
Chapter three contains a discussion of the research design, instrumentation, data 
collection and analyses procedures used to address primary and supplemental research 
questions in the study.
Research Design
The design for this study was an ex post-facto design in which the variables 
were assigned and not manipulated (Campbell & Stanley, 1963). The study was 
designed to explore the relationships among professional learning environment 
characteristics, teacher self and organizational efficacy, teacher receptivity to change 
and multiple indices of school effectiveness and productivity.
Independent Variables 
Independent variables are listed below, followed by the measures which were 
used to operationalize each in this research design: 1) professional learning
environment characteristics (Professional Learning Environment Inventory) (PLEI) 
(Loup, Ellett, & Hill, 1993); 2) teacher self and organizational efficacy (Teacher Self 
and Organizational Efficacy Assessment) (TSOEA) (Loup & Ellett, 1993); and 3) 
teacher receptivity to change (Modified Receptivity to Change Inventory’) (RCI) 
(Crisafulli, 1982; Hennigar, 1979). For some supplemental analyses, selected 
independent variables were conceptualized as dependent variables.
Dependent Variables 
Dependent variables within the design were: 1) organizational effectiveness 
(Index of Perceived Organizational Effectiveness! (IPOE) (Miskel, Fevurly, & Stewart,
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1979; Mott, 1972); and 2) two indices of school productivity ( Student Achievement: 
Normal Curve Equivalent Scores (NCE) on Reading and Math Batteries of the Stanford 
Achievement Test (Eighth edition, Grades 1-8); and School Holding Power: 
Percentages of Average Daily Attendance (SADA).
Sample
The sample for this study was drawn from schools in all six geographical 
regions comprising a large, predominantly urban/suburban school district in a southeast 
region of the United States. Ninety schools considered representative of demographic 
characteristics of the total school district (e.g., size, level, urban/suburban, SES, etc.) 
were selected by district administrative personnel as potential participants in the study. 
District policy mandated that individual school participation in the study must be 
voluntary. Therefore, 53 of the originally identified 90 schools volunteered to 
participate in the study. Within each school, one-half of the population of teachers was 
systematically selected from the school’s faculty roster to participate in the study (every 
other teacher on an alphabetical teacher roster in each school). This procedure yielded 
a total survey sample of 1431 teachers. Usable data were received from 1041 teachers 
in the sample of 53 schools. Participating schools included 27 elementary, 16 middle, 
10 secondary schools.
A separate sample of 52 teacher volunteers in two schools (one elementary and 
one middle school) in an suburban/rural school district in Louisiana was used to 
examine the test-retest reliability (stability) of the Professional Learning Environment 
Inventory and the Teacher Self and Organizational Efficacy Assessment instruments.
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Data Collection Procedures 
S.yryey_Data
Individual school packets containing instrumentation for the independent 
variables (PLEI, RCI, TSOEA, IPOE), a demographic information form and 
instructions were packaged and mailed to each school principal in the study sample. 
Instrument packets were included for one-half of the total number of teachers in each 
school. As per the sampling design, data collection packets were distributed to every 
other teacher as listed on the school faculty roster. Given the relatively large numbers 
of teaching faculty in most schools in this district, concern for data collection 
efficiency, and the nature of the subsequent data analyses, obtaining responses from 
one-half of the teachers in each school was viewed as appropriate for the overall design 
of the study.
Respondents were given from three to five days to complete the instrument set 
and a follow-up reminder was sent to the school principal at the end of day five. 
Instruments were completed anonymously and packets were returned to a central data 
collection location in each school. A contact person at each school (other than the 
school principal such as a school counselor, librarian, lead teacher, etc) was designated 
by the principal to assist in collecting completed survey packets and enhancing survey 
returns. Completed packets were boxed at the school level and returned via stamped, 
self-addressed return mail envelopes for data processing and analysis.
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Student Achievement and Attendance Data
Student achievement data for the annually administered standardized achievement 
test (Reading and Math subtests of the Stanford Achievement Test Battery for grades 
1-8 only) were provided by the school district. For each grade level for each school, 
Normal Curve Equivalent (NCE) scores in Math and Reading were calculated from 
district school profiles for the Spring 1992 school testing period. In addition, Student 
Average Daily Attendance (SADA) data for both teachers and students was obtained 
from the school district. The district’s SADA index was constructed as a mean 
percentage of student attendance for each sample school based on all data collection 
periods for the 1991-1992 school year. The SADA index was used as a proxy measure 
to operationalize the school productivity dependent variable of holding power.
School characteristics data for the 1991-92 school year and student achievement 
scores for the Spring 1992 testing period constituted the most recently compiled data 
available from the district for use in this study. In addition, a review and comparison 
of school profile data from the 1990-91 and 1991-92 school years indicated that these 
data were reasonably stable across the specified time periods and thus could be viewed 
as approximate indices of school attendance and achievement for the 1992-93 school 
year.
Instrumentation
A teacher questionnaire consisting of four instruments was used for data 
collection in this study. The four instruments included in the questionnaire were as 
follows: 1) the Professional Learning Environment Inventory (PLEI) (Loup, Ellett, &
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Hill, 1993); 2) the Teacher Self and Organizational Efficacy Assessment (Loup & 
Ellett, 1993); 3) a modified version of the Receptivity to Change Inventory (RCI) 
(Crisafulli, 1982; Hennigar, 1979); and 4) the Index of Perceived Organizational 
Effectiveness (Miskel, Fevurly, & Stewart, 1979; Mott, 1972). A copy of each of the 
data collection instruments is included in the complete questionnaire shown in Appendix 
A. Tables A .l and A.2 provide summaries of original instrument scale and item 
information for the PLEI and TSOEA instruments included in the teacher questionnaire 
used in this study. Item numbers in this table can be cross referenced with items on 
the original questionnaire in Appendix A.
Discussion of the historical development, structure and psychometric properties 
of each of the survey instruments used in the study is included in the sections that 
follow.
Professional Learning Environment Inventory (PLEI)
The Professional Learning Environment Inventory (PLEI) (Loup, Ellett, & Hill, 
1993) is a self-report instrument designed to measure teachers’ perceptions of multiple 
characteristics of the professional learning environment of the school in which the 
teacher works. As conceptualized in Chapter 1, professional learning occurs within the 
larger school environment which is characterized by interactions of individuals with 
factors, events and/or conditions existing in that environment. Estimating the quality 
of these factors/events in terms of learning is difficult as individual judgements often 
vary due to the complexity and uniqueness of the interaction of personal and 
organizational factors in the learning process. However, there is considerable evidence
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in past large-scale, school-based studies that frequency and performance effectiveness 
(quality) ratings yield highly similar descriptive statistical results and attain criterion- 
related validities of approximately equal magnitude and direction ( Ellett, 1975). Thus, 
the professional learning environment construct is operationalized by the PLEI in terms 
of teacher perceptions of the frequency of occurrence of selected factors, events and 
conditions in the school environment which enhance teacher professional learning.
The cultural/normative factors, events and conditions which characterize the 
professional learning environment in schools were originally conceptualized to include 
factors or conditions existing in the school culture which define expectations for and 
enhancement of learning in the school community. These norms included structural 
elements that foster or enhance professional learning (e.g., conditions which allow for 
teacher professional decision making and for teacher, administrator, and district roles 
that involve professional interactions and promotion of professional activities) and 
learning elements or opportunities for professional learning (e.g., professional 
communications about and participation and engagement in learning activities). In 
addition, the original PLEI was designed to be somewhat sensitive to perceptions of the 
extent to which professional learning experiences, opportunities, and activities are 
supported by district-level factors external to the school.
Instrument Development Activities
An initial draft version of the PLEI was developed during the spring of 1993 
using the following general procedures:
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1. An initial item pool was developed through focused workshops and 
interviews with classroom teachers and administrators and through reviews of related 
literature and learning environment measures available for use in schools.
2. A review of teacher and administrator input was conducted to determine 
consistency of ideas about characteristics of the professional learning environment of 
schools.
3. A revision of the content and format of items to be included in the 
instrument was conducted utilizing input from various selected expert educators.
4. A final review of instrument items and response format was completed by 
a small number of selected university measurement faculty, teachers, and school 
administrators.
As a result of these instrument development activities, the form of the PLEI 
used in this study was developed. A complete copy of the original data collection form 
of the PLEI is included in Appendix A. Item numbers defining each of the original 
PLEI subscales are included in Table A .l in Appendix A.
Validity
Construct validity characteristics (Messick, 1989) of the PLEI were empirically 
examined using first, a series of factor analyses to explore/define the PLEI subscale 
constructs and secondly, by examining the criterion-related validity of the PLEI through 
conducting a series of bivariate and multivariate correlational analyses between the 
PLEI subscales and various indices of organizational effectiveness and school 
productivity used in the study.
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As mentioned in the description of instrument development activities for the 
version of the PLEI used in this study, content validity was established through an 
review of the literature on adult learning, conceptions of professionalization of teaching, 
elements of school culture and climate, and studies of school and organizational 
learning environments. Reviews of instruments developed to measure school 
environmental elements were also conducted along with initial probes and final reviews 
by teachers, administrators and college faculty. Instrument reviews focused on item 
content and professional learning characteristics seen as important elements of the total 
school environment. Instrument final drafts were also reviewed for clarity of wording 
of item content and response formats and for independence of the item constructs. 
Reliability
Internal consistency reliability characteristics of the PLEI were explored using 
only complete data (teacher files that contained no missing values) (n=687) from the 
total sample of teacher data. Cronbach Alpha reliability coefficients were computed for 
each of the factored subscales of the PLEI.
Test-retest reliability (stability) coefficients were computed for each of the factor 
analyzed PLEI subscales for the separate sample of teachers that participated in the pre­
post administration of the PLEI. Pre and post administration of the PLEI for this 
sample of teachers was conducted approximately two weeks apart.
Structure/Scoring
The original PLEI instrument consisted of 42 items, each of which taps teacher 
perceptions by using a four-point, forced-choice Likert scale indicating the frequency
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of occurrence/existence in the school environment of the particular factor(s), event(s), 
or condition(s) noted in the item statement. After reading each item, teachers were 
asked to indicate the frequency of occurrence/existence of the factor/event/condition in 
the school by selecting one of four choices ranging from: 1 =Factor, Event, Condition 
Does Not Occur/Exist; to 4 =  Factor /Event/Condition Almost Always Occurs/Exists.
The original PLEI instrument items were developed in accordance with the 
MSCE framework guiding this study (Chapter 1, Figure 1). There were no apriori 
assumptions about item/subscale aggregations other than the global concern that the 
items seemed to be reasonable indicators in of characteristics of structural, cultural, and 
learning opportunities in schools depicted in the original MSCE. Therefore, a total 
instrument score for the original PLEI might range from 42 - 168. A higher PLEI 
instrument score is indicative of a school environment which is perceived as more 
supportive of professional learning than one receiving lower PLEI instrument scores.
Teacher Self and Organizational Efficacy Assessment 
The Teacher Self and Organizational Efficacy Assessment (TSOEA) (Loup & 
Ellett, 1993) is a self-report instrument designed to measure perceptions of teacher self 
and organizational efficacy. The instrument requires teachers to make judgements of 
their own abilities to organize and execute courses of action required to accomplish 
goals (Bandura, 1977; 1978; 1992). The TSOEA also requests teachers to make these 
same judgements about their colleagues’ collective capabilities to execute similar 
actions, thus establishing an index of teachers’ views of organizational efficacy. A 
collective sense of organizational efficacy as perceived by organizational members has
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also been described in business and industry contexts (Lawson & Ventriss, 1992). The 
TSOEA was designed as a holistic index of teacher self and organizational efficacy 
reflecting three key concepts of motivation derived from the theoretical framework for 
self efficacy as initially described by Bandura (1977). These key concepts are related 
to goal accomplishment and include elements of personal motivation such as; 1) degree 
of energy or effort put forth to accomplish goals, 2) degree of persistence and/or 
perseverance put forth to pursue goals in spite of uncertainty; and 3) the extent to which 
failure to accomplish goals results in increase or decrease in subsequent efforts toward 
accomplishment of future goals. Thus, high personal or organizational efficacy in this 
study is characterized by a high degree of individual or collective persistence in spite 
of uncertainty, and increased or continued effort toward further goal accomplishment 
in spite of repeated failure.
Bandura (1977), in his theory of self efficacy, views the construct as a 
situationally-defined perception rather than a global, psychological characteristic of a 
person (or organization). Thus, assessment of efficacy perceptions across situations in 
schools seemed necessary to provide a more comprehensive view of the construct as it 
relates to various types of personal and organizational goals. In development of the 
TSOEA, the concern for assessment of efficacy perceptions across situations was 
accommodated through the use of different types of goal statements which reflect broad, 
ongoing, pervasive school-related concerns that permeate daily interactions and 
teachers’ roles in schools (e.g., goals related to parental involvement, enhancing 
learning for students, establishing teacher/administrator relationships, and maintaining
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a vision of what the school ought to accomplish). This approach is somewhat different 
and more global than traditional approaches to measuring perceptions of efficacy in 
classrooms. Such approaches tend to rely on perceptions which are more specific 
individual domains (i.e., classroom discipline) and behaviors (i.e., redirecting a student 
who is disruptive) in order to assess teacher self efficacy in the classroom (e.g., Gibson 
& Dembo, 1984).
Validity
Construct validity characteristics of the TSOEA were empirically examined 
using first, a series of factor analyses procedures to explore/define the TSOEA subscale 
constructs and secondly, by examining the criterion-related validity of the TSOEA 
through conducting a series of bivariate and multivariate correlational analyses between 
the TSOEA subscales and various indices of school organizational effectiveness and 
school productivity used in the study.
As mentioned in the description of instrument development activities for the 
version of the TSOEA used in this study, content validity was established through an 
reviews of the literature related to efficacy (in education and psychology), reviews of 
instrumentation developed to measure the efficacy construct (self and organizational 
efficacy), and through initial probes and repeated and final reviews by a small number 
of selected teachers, administrators and college faculty. Review of instrument items 
focused on the applicability or relevance of goal statements to individual teachers and 
school organizational goals. Instrument drafts were also reviewed for independence of
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key questions and goal statements and clarity of wording of item content and response 
format.
Reliability
Internal consistency reliability characteristics of the TSOEA were explored using 
only complete data (teacher files that contained no missing values) (n=687) from the 
total sample of teacher data. Cronbach Alpha reliability coefficients were computed for 
each of the factored subscales of the TSOEA.
Test-retest reliability (stability) coefficients were computed for each of the factor 
analyzed TSOEA subscales for the separate sample of teachers who participated in the 
pre-post administration of the TSOEA. Pre and post administration of the TSOEA for 
this sample of teachers was conducted approximately two weeks apart. 
Staieims/SsQring
Respondents completed the TSOEA by considering each of three key questions, 
reflective of Bandura’s (1977) motivational concepts, in relation to perceived personal 
efforts and collective efforts of other teachers toward accomplishment of four types of 
goals in their roles as professionals in schools. The key questions for each goal were 
as follows: 1) How much energy/effort is put forth in your school to accomplish each 
goal?; 2) If there are difficult or uncertain obstacles to overcome in accomplishing a 
goal, how much persistence/perseverance would be put forth to accomplish each goal?, 
and 3) To what extent would failure to accomplish a goal result in decreasing effort to 
accomplish future goals?
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The four goal statements included on the TSOEA are as follows: Goal 1) to 
enhance the learning of students; Goal 2) to increase the involvement of parents in their 
children’s learning; Goal 3) to establish and communicate a vision of what the school 
ought to accomplish; and Goal 4) to establish professional relationships with 
administrators and other teachers.
Each of the three questions is applied to each goal statement independently and 
a teacher is asked to make two judgements for each goal: 1) a judgement of self- 
efficacy (e.g., my effort, my persistence); and 2) a judgement of organizational efficacy 
or the teacher’s view of the collective efforts of all teacher colleagues in the school 
(e.g., efforts/persistence of other teachers in the school). The TSOEA response scale 
varies from: 1 =  Little or No (Effort, Persistence, Decrease in Effort) to 5 =  A Large 
Amount of (Effort, Persistence, Decrease in Effort) for each different key question as 
it relates to each of the four organizational goals. For the original TSOEA instrument, 
a total of 24 instrument judgements were made (12 for teacher self-efficacy perspectives 
and 12 for teacher organizational-efficacy perspectives). Total scores for either the 
TPSE or TPOE original instrument subscale ranged from 12 to 60.
High scores on instrument items are associated with high self and/or 
organizational efficacy. Items for the last key question (Items 17-24) are reverse coded. 
A copy of the TSOEA which was used in this study is included in Appendix A. 
Instrument items and original subscale classifications are included in Table A.2.
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Modified Receptivity to Change Inventory
The Receptivity to Change Inventory (RCI) (Crisafulli, 1982; Hennigar, 1979) 
has been designed to measure teacher perceptions of the extent to which they would be 
willing to support/adopt suggestions for change in their schools. The original version 
of the RCI was developed by Hennigar (1979) for use in assessing attitudes of middle 
management administrators (e.g., school principals). Crisafulli (1982) extended 
Hennigar’s use of the RCI to assess teachers’ receptivity to change (Chauvin, 1992). 
The original form of the RCI consisted of 50 items and it was later content updated and 
somewhat modified by Chauvin (1992). The modified version of the RCI used in this 
study is a shortened version of the form developed through recent large-scale factor 
analyses by Chauvin (1992).
Validity
The validity and reliability of the RCI has been investigated and positively 
documented in multiple studies (Crisafulli, 1982; Hennigar, 1979; Chauvin, 1992) and 
is considered sufficient to accept the psychometric integrity of the instrument.
Hennigar (1979) employed a panel of school administrators to assess content 
validity followed by a series of pilot testing, factor analyses and revisions of the 
instrument. Factor analysis results supported a unidimensional construct of receptivity 
to change. Results reported in the three studies (Crisafulli, 1982; Hennigar, 1979; 
Chauvin, 1992) support the RCI as a valid and reliable measure for identifying 
relationships between receptivity to change and selected variables such as principal
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behavioral styles (Hennigar, 1979; Chauvin, 1992) and organizational climate 
(Crisafulli, 1982).
Factor analytic results reported in Chauvin’s (1992) study lend support for a two 
dimensional construct of receptivity to change and some modifications in item 
construction. The modified version of the RCI used in this study was derived from 
Chauvin’s factor analyzed subscales which conceptualize receptivity as a two- 
dimensional construct. The dimension of Superficial/Behavioral Change (SBC) defines 
receptivity to changes which, for the most part, require few adjustments in core teacher 
beliefs, values or routines. In contrast, the dimension of Cultural/Normative Change 
(CNC) defines receptivity to changes which require major adjustments in ways of 
thinking, beliefs, values, and, perhaps, major changes in school or classroom routines.
Items on each of the factor analyzed RCI subscales (CNC, 26; SBC, 19) were 
reviewed and a representative sample (ten items for the CNC subscale, and eight items 
for the SBC subscale) for each were selected for use in the modified version of the RCI 
in this study. Representativeness concerns included the following: 1) Selection of a 
sufficient number of items for each subscale to maintain subscale reliability; 2) 
Prioritization of items for each subscale based on comparison of the magnitude of item 
factor loadings obtained in Chauvin’s study; and 3) Inspection of item content for each 
subscale in order to obtain a sufficient variety and number of items to construct an 
conceptually sound measure of receptivity and to minimize the length of the total task 
for teachers.
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Reliability
Hennigar (1979) reported a .91 internal consistency reliability coefficient 
(Kuder-Richardson) for the RCI using school administrators as the units of analysis. 
Crisafulli (1982) reported a Cronbach Alpha coefficient for the RCI of .92 using 
teachers as the units of analysis. Similarly, Chauvin (1992) reported Cronbach Alpha 
coefficients of .90 for the total RCI and .86 and .81 for the RCI subscales of 
Superficial/Behavioral Change and Cultural/Normative Change using teachers as the 
units of analysis.
Structure/Scoring
The modified version of the RCI used in this study contained 18 items 
distributed over two factored subscales: 1) Superficial/Behavioral Change (8 items) ; 
and 2) Cultural/Normative Change (10 items). Items included on this modified version 
were selected from results of the Chauvin (1992) study using the procedures described 
above. Each RCI item is a suggestion of a change in school policy, rules, conditions, 
etc. Respondents made judgements about each RCI item using a five-point Likert scale 
ranging from: 1 =1 Definitely Would Not Support the Suggestion (I am very much 
opposed to the idea and I am against such a change.); to 5=1 Would Support the 
Suggestion (It is obviously a good idea and should be done.). Scores on each of the 
subscales can range from 8 through 40 for the SBC subscale and from 10 through 50 
for the CNC subscale with higher scores indicating that a teacher is more receptive to 
change. The modified 18 item version of the RCI used in this study is included in the 
teacher questionnaire packet in Appendix A.
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Index of Perceived Organizational Effectiveness 
The Index of Perceived Organizational Effectiveness (IPOE)(Miskel, Fevurly, 
& Stewart, 1979) is a derivative of Mott’s (1972) Index of Organizational Effectiveness 
that was later modified for use in schools. Mott’s model of organizational effectiveness 
reflects organizational outcomes which are consistent with the integrated goal-system 
resource model of social systems derived from the Parsonian (1953) conceptual 
framework. Parson’s framework states that four basic organizational functions; 
adaption, goal attainment, integration and latency, are essential for all social systems 
if they are to grow and develop. Components of the model lend themselves well to 
studies of school organizations. In accordance with Mott’s model, the IPOE is an 
outcomes measure of the overall effectiveness of the school as an organization. School 
organizational effectiveness is rated by respondents along four dimensions consistent 
with Parson’s conceptualization of key organizational functions related to effectiveness: 
1) quantity and quality of product; 2 efficiency; 3) adaptability; and 4) flexibility. 
Validity and Reliability
Extensive studies have been completed on the validity and reliability of the IPOE 
(Miskel, Fevurly and Stewart, 1979; Hoy and Ferguson, 1985; Logan, 1990; Johnson, 
1990; Claudet, 1993). Initial studies reported high reliability coefficients for the IPOE 
(r=.89) (Miskel, Fevurly, and Stewart, 1979). Subsequently, more recent studies with 
large samples of teachers and schools, further document the replicated high reliability 
of the IPOE (Logan, 1990; Johnson, 1991; Claudet, 1993).
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Structure/Scoring
The four IPOE dimensions are operationalized by two items each for a total of 
8 instrument items. For each item, respondents select one from among five alternatives 
that best characterizes personal perceptions of the extent to which the school attains 
objectives and accomplishes tasks defining the four key organizational functions 
described above. Total instrument scores range from 8 to 40. Higher IPOE scores 
indicate greater perceived school organizational effectiveness than lower IPOE scores. 
A copy of the IPOE used in this study is included in Appendix A.
Data Analyses
A variety of data analyses were completed in this study:
1. Summary descriptive statistics for pertinent demographic and sample 
variables and for each independent and dependent variable.
2. Large-scale factor analyses to examine/establish the construct validity and 
structure of the PLEI and the TSOEA instruments and to confirm the previously 
documented structure of the RCI (Chauvin, 1992).
3. Cronbach Alpha reliability analyses to examine the internal consistency 
reliability of identified subscales of the PLEI and the TSOEA as well as the RCI and 
the IPOE using both school means and teachers as the units of analysis.
4. Stability (reliability) analyses to examine the test-retest reliabilities of the 
PLEI and the TSOEA instruments using teachers as the units of analysis.
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5. A series of bivariate correlations (Pearson product moment procedures) to 
examine relationships among selected variables in the study using schools as the units 
of analysis.
6. A series of multivariate analyses (multiple regressions, partial correlations 
and canonical correlations) to examine relationships among study variables using 
schools as the units of analysis.
7. A series of bivariate correlations within each school between selected 
independent variables and the IPOE using teachers as the units of analysis.
8. A variety of supplemental analyses to examine the independence of 
established bivariate relationships from school SES and school Size using schools as the 
units of analysis.
Descriptive Statistics
Summary descriptive statistics were completed for pertinent demographic 
variables as well as for all dependent and independent variables in the study. Means, 
standard deviations, and ranges of scores for each factored subscale of the independent 
measures were aggregated and reported for the total sample and for each school level. 
Means and standard deviations were computed for the various dependent measures 
which included standardized student achievement NCE scores, SES levels (percentages 
of students on free/reduced lunch), and student SADA (percentage of average daily 
attendance) for the total sample of schools. Individual-level descriptive statistics were 
also reported where appropriate.
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Factor Analyses
A series of factor analysis procedures was completed for each of three 
instruments (PLEI, TSOEA, RCI) used in this study before proceeding with analyses 
pertinent to the major research questions. Two of the instruments, the PLEI and the 
TSOEA were initially developed for use in this study. The PLEI was used to measure 
teacher perceptions of characteristics of the school professional learning environment. 
The TSOEA was used to measure teacher perceptions of self and organizational efficacy 
as the construct relates to motivation toward accomplishment of specific types of 
organizational and personal goals. Initial, exploratory, principal components factor 
analysis procedures were used as one means by which to empirically establish/verify 
dimensions of each of the instruments. The third instrument used, the RCI, was a 
modified version (Chauvin, 1992) of the original RCI instrument developed by 
Hennigar (1979) and was based on the conceptualization of receptivity to change as a 
two-dimensional construct, rather than a unidimensional one as reported in studies by 
Hennigar (1979) and Crisafulli (1982). Results of Chauvin’s (1992) study suggested 
the need to continue empirical investigations of the construct validity of the RCI 
as a two factor instrument which measures receptivity to Superficial/Behavioral Change 
and Cultural/Normative Change.
For each measure, a series of principal components factor analysis procedures 
were completed to derive first, an unconstrained solution, followed by a series 
subsequent analyses using oblique and orthogonal rotations (Promax; Varimax, SAS 
Institute, 1985), extracting factors iteratively, and terminating when factor eigen values
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of 1.0 were obtained. Factor/factor and item/factor intercorrelations were also 
completed. Teachers were used as the units of analyses for these factor analytic 
procedures. Data were examined prior to the analyses for missing or duplicate teacher 
responses which were substituted with item grand means in order to maximize the 
number of usable responses for the analyses.
For one-factor solutions, factor pattern matrices were used to examine factor 
loadings. For solutions beyond one-factor, rotated factor pattern/structure matrices 
were used to examine factor loadings for orthogonal solutions and factor structure 
matrices (correlations) were used to examine factor loadings for oblique solutions.
A set of considerations that were regarded as appropriate, given the exploratory 
nature of the study (which involved instrument development) was used to guide the 
factor analyses conducted for the PLEI and the TSOEA. These considerations 
involved; 1) validity concerns for both face and content validity of items and subscales 
relative to conceptual bases of constructs measured, and 2) reliability concerns relative 
to inclusion of appropriate numbers of items for subscales.
The following set of initial decision rules for retention of items on factors for 
all measures was used in examining the results of factor analyses and in determining 
which solution represented the best statistical and conceptual interpretation of the data. 
An item was retained on the factor of highest loading giving consideration to the 
following criteria in order of occurrence: 1) the magnitude of the item loading on a 
factor was greater than or equal to .33 (at least 10% of the variance in the item was in 
common with the factor on which it loaded); 2) the item loaded primarily on one factor;
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or 3) the item loaded on multiple factors, but the difference between the percentages 
of item/factor variance explained for the two highest loadings was at least 15%. Items 
meeting these criteria were included on instrument subscale aggregations used for 
subsequent analyses. However, it was subsequently decided to retain a few selected 
items with multiple factor loadings giving consideration to the specific conceptual fit 
of the item and identified instrument dimension and to the concern for enhancing 
instrument subscale reliability.
Factor analyses of the PLEI and the TSOEA instruments were exploratory in 
nature since the instruments were specifically developed for use in this study. Thus, 
factored subscales for each measure were initially constructed based on factor loadings 
for the particular solution that represented the best conceptual and statistical definition 
of constructs that each instrument was designed to measure. The factor analysis of the 
RCI was completed to provide additional evidence of Chauvin’s (1992) findings that 
teacher receptivity to change is most correctly operationalized as a two-dimensional, 
rather than a one-dimensional construct.
Reliability Statistics 
Cronbach Alpha (1957) reliability procedure was used to examine internal 
consistency reliability of the PLEI, the TSOEA ,the RCI (modified version) and the 
IPOE. Factored subscale scores for the PLEI, TSOEA and the RCI and total 
instrument scores for the IPOE were used in the reliability analyses. Alpha coefficients 
were computed using both teachers (n=1041) and teacher school means (n=40) as units 
of analysis.
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
I l l
Test-retest reliability (stability) coefficients (Pearson product moment 
correlations) were also computed for the separate sample of 52 teachers participating 
in the pre-post administration of the questionnaire for each of the PLEI and TSOEA 
subscales.
Correlation Analyses 
A series of bivariate and multivariate correlation analyses were completed to 
examine the relationships between the various independent (PLEI, TSOEA, and RCI 
factored subscales) and dependent variables (IPOE, SAT scores and SAD A) in response 
to primary and supplemental research questions using teacher school means as the units 
of analysis. For these analyses, factor analyzed versions of the various measures as 
reported in this study were used. The analyses included: 1) Pearson product moment 
correlations among the independent variables and the various dependent variables; 2) 
a series of multiple regression analyses regressing each of the dependent variables 
(IPOE, SADA, SACHR, SACHM) on subscales of the independent variable measures 
(PLEI: OPLD, TAR, BEV, TA; TSOEA: TPSE, TPOE, CPE; RCI: SBC, CNC); 3) 
a series of partial correlations to examine the statistical independence of relationships 
established among selected study variables (PLEI subscales, TSOEA subscales and 
IPOE) from school size and SES; 4) a series of canonical correlation analyses using 
the independent variables of (PLEI, TSOEA, and RCI) as one variable set and the three 
school effectiveness variables (IPOE, SAT, and ADA) as a second variable set; and 5) 
a series of bivariate correlations between selected independent and dependent variables
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within each of 40 schools in the sample using individual teachers as the units of 
analysis.
It is important to note that units of analysis and sample sizes for the various 
research and supplemental analyses varied from one analysis to the next because of 
instances of incomplete data and factors relating to the nature of the research question 
for which the analysis was completed. For example, factor analyses and correlations 
within schools were completed using teachers as the units of analysis, and analyses 
completed relative to independent and dependent variable relationships were typically 
completed using teacher school means as the units of analysis. School means reliability 
analyses were completed for schools with at least 10 teacher respondents. Analyses 
examining relationships between independent (PLEI, TSOEA, and RCI) and dependent 
(IPOE, SACH, and SADA) variables were completed only for those schools in which 
50% of the teachers sampled responded to the questionnaire. Analyses using student 
achievement data did not include secondary schools (Grades 9-12) because the SAT was 
not administered in the participating district beyond Grade 8.
Summary
Chapter 3 presents a discussion of the research design, instrumentation, data 
collection and data analyses procedures used to address primary and supplemental 
research questions in the study.
Chapter 4 includes a summary of descriptive statistics for sample demographic 
and study variables and results of data analyses conducted to address each of the 
primary and supplemental research questions initially posed in the study.
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CHAPTER 4: SUMMARY OF RESULTS 
This chapter describes the results of the study. Results are presented as follows: 
1) descriptive statistics for the sample; 2) descriptive statistics for the various 
independent and dependent variables; 3) summary of reliability analyses; 4) summary 
of intercorrelations among instrument subscales; 5) analyses pertinent to major research 
questions; and 6) supplemental analyses. Independent variables were as follows: 1) 
factored subscales of the PLEI [(Opportunities for Professional Learning and 
Development (OPLD), Teacher-Administrator Relations (TAR), Beliefs, Expectations 
and Values (BEV), and Teacher Autonomy (TA)j; 2) factored subscales of the TSOEA: 
[Teacher Perceptions of Self Efficacy (TPSE), Teacher Perceptions of Organizational 
Efficacy (TPOE), and Collective Perceptions of Efficacy (CPE)]; 3) subscales of the 
RCI [Superficial Behavioral Change (SBC), and Cultural Normative Change (CNC)]. 
The dependent variables included a measure of school organizational effectiveness 
(IPOE) and indices of school productivity (standardized achievement test scores) and 
school holding power (student and teacher average daily attendance).
Summary of Descriptive Statistics for Survey Sample 
The sample for the study was drawn from schools in six geographical regions 
in a large, predominantly urban/suburban school district in the southeast region of the 
United States. Ninety schools considered representative of district demographic 
characteristics (e.g., size, level, urban/suburban, etc.) were selected by district 
administrative personnel as potential participants in the study. District policy mandated
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that individual school participation in the study must be voluntary. Fifty-three schools 
volunteered to participate in the study. Of the fifty-three participating schools, usable 
data (at least 50% of the total number of teachers sampled) for school level analyses 
were received from 40 (75%) of the schools. Table C .l (Appendix C) provides a 
summary of personal and professional characteristics for the total sample of teachers 
(n=1041). Table C.2 provides a summary of school demographic characteristics for 
participating schools (n=53). Although grade level distributions for elementary and 
middle levels in various district regions were somewhat varied, classifications were 
considered representative of typical, district-wide school level categorization. For the 
total sample of responding schools, twenty-seven (51%) were elementary schools 
(grades Preschool/Kindergarten-5), sixteen (30%) were middle schools (grades 6-8), 
and ten (19%) were secondary schools (grades 9-12).
A separate sample of 52 teachers in two middle schools in another southeastern 
state was used to examine test/retest reliability characteristics of instruments specifically 
developed for the study (PLEI, TSOEA).
School Characteristics
Socioeconomic Status
The socioeconomic status (SES) for each sample school was obtained from 
individual school profiles provided by the school district for the 1992-93 school year. 
SES for a school was defined as the percentage of the total number of students 
participating in free or reduced cost lunch programs. Using these figures as an estimate 
of SES, it was inferred that the higher the percentage of students participating in these
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programs, the lower the SES level of the school. The mean SES for the total school 
sample (n=53) was 58.34%. Percentages ranged from a low of 8% to a high of 98%. 
Mean SES percentages by school level were 64.23% (elementary), 62.69% (middle), 
and 15.4% (secondary).
Student Attendance
The percentage of student average daily attendance (SADA) for each school was 
obtained from individual school profiles. Percentages of SADA were reported for the 
1991-92 school year. The mean SADA for the total sample of schools was 94.01%. 
Percentages of SADA ranged from a low of 89% to a high of 96%. Percentages of 
SADA by school level were 94.69% (elementary), 94.25% (middle), and 92.2% 
(secondary).
School Size
School size was defined as the total number of students enrolled at each school. 
Student membership numbers reported on school profiles for the 1992-93 school year 
were used as an index of school size. The mean school size for the total sample of 
schools was 1374 students. School size indices ranged from a low of 511 to a high of 
3912 students. Mean school sizes by school level were 845 students (elementary), 1273 
students (middle), and 3049 students (secondary).
Student Achievement
Student achievement scores used were reported on district individual school 
profiles for the Reading Comprehension and Mathematics Computation subtests of the 
Stanford Achievement Test (SAT) (eighth edition). Grade level median percentile
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scores were included on each school profile for elementary and middle schools. School 
indices used were obtained by converting each median percentile grade level score to 
a normal curve equivalent (NCE) score and computing a separate school mean 
composite NCE score (the average of NCE grade level scores) for each of the two 
subtests of the SAT. Since NCE scores are standardized to assume properties of equal- 
interval scales, these scales were selected for use in subsequent analyses to facilitate 
comparisons of student achievement indices across schools with varying grade level 
compositions.
The mean NCE score for the total sample of elementary and middle schools 
(n=38) was 50.76 for the SAT Math Computation subtest and 42.58 for the SAT 
Reading Comprehension subtest. NCE school composite scores for the SAT reading 
subtest ranged from a low of 30 to a high of 60 and for the math subtest, the range was 
from a low of 35 to a high of 66.
Survey Response Rates 
Table C.2 provides a summary of schools electing to participate in the study. 
A total of 1041 usable questionnaires was returned from the sample of 53 schools; 27 
elementary schools (51%), 16 middle schools (30%), and 10 high schools (19%). The 
complete set of teacher data was used in the various factor analyses completed. A 
teacher participation criterion response rate of at least 50% of those surveyed within 
each of the 53 participating schools was used to construct the sample for school-level 
data analyses. This criterion resulted in a subsequent sample of 40 schools representing 
75.5% of the original 53 participating schools that was used in school means analyses.
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This sample of 40 schools included 22 elementary, 14 middle, and three secondary 
schools. Due to the relatively large teacher populations (ranging from 84-184 teachers) 
in secondary schools, teacher response rates for these schools did not typically meet the 
50% rule established to select schools for various school-level analyses. However, 
individual teacher responses from these schools were used in factor analyses and in 
internal consistency reliability analyses.
Characteristics of Nonresponding Schools 
Of the original 90 schools, selected as representative of district characteristics 
by district personnel, 53 schools volunteered to participate in the study. Analyses of 
demographic characteristics of student attendance, school size, SES, and student 
achievement by school level for the original school sample (n=90) and for the volunteer 
school sample (n=53) were completed to assess sample representativeness. 
Comparisons of the various school mean demographic characteristics by school level 
and for the total sample for each group of the originally identified schools (n=90) and 
the volunteer school sample (n=53) revealed only slight differences in SES (for middle 
schools) and suggest reasonable representativeness of the volunteer schools. 
Characteristics of participating schools are reported in Table C.2. A descriptive profile 
of the sample of non-responding schools (n=37) is included in Table C.3.
Participant Sample Characteristics 
Descriptive statistical results for the total teacher sample can be found in Table 
C .l in Appendix C. This table depicts a profile of personal and professional 
characteristics of the sample of teachers (n=1041) who responded to the survey.
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Female teachers comprised the majority (73.3%) of the total sample. Black and 
Hispanic minorities constituted 40.4% of the sample (20.7% and 19.7%, respectively), 
with the white population comprising 55.3% of teacher respondents. Ages of 
participants generally ranged from 30-59 years, with the range of 40-49 (40.3%) being 
most typical. Years of experience in teaching typically ranged from 6-14 years 
(40.1 %), however, a rather large percentage of beginning teachers with three or fewer 
years experience (24.4%) was also noted. Interestingly, most teachers (63%) had 
worked with their current principal for a period of three or fewer years. The majority 
of the teacher sample (76.7%) held either Bachelor (38.6%) or Master (38.5%) 
degrees.
Respondents were somewhat evenly distributed across school levels with 
elementary teachers comprising 36.6% of the sample respondents, followed by middle 
and secondary teachers comprising 28.4% and 28.3% of the sample respondents, 
respectively. The typical respondent (69.4%) was teaching in a regular education 
situation. Special education teachers comprised 10.5% of the total sample of 
respondents. The typical content area in which respondents were teaching was basic 
skills/elementary (27.8%) followed by English/language arts (11.8%), mathematics 
(8.8%), and science (8.3%).
Summary of Descriptive Statistics for Instrument Items 
The following sections include summaries of descriptive statistics for each 
instrument and index used to operationalize the various independent and dependent 
variables in the study. Descriptive tables are located in Appendix D and include only
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the number of each item for each instrument (PLEI, TSOEA, RCI, and IPOE). These 
item numbers can be cross-referenced for item content with each original instrument 
included in the instrument set in Appendix A.
The Professional Learning Environment Inventory (PLED 
Descriptive statistics for each item of the original 42-item PLEI instrument used 
in the study were computed for the total sample of teachers (n=1041). Table D .l 
reports means and standard deviations for each of the PLEI items. All items on the 
PLEI were scored using a four-point frequency scale: 1 =Factor/Event/Condition Does 
Not Occur/Exist to 5 =Factor/Event/Condition Almost Always Occurs/Exists. Thus, 
a higher PLEI item mean indicates teachers’ perceptions of a more frequently 
occurring/existing event, factor or condition in the school. Item means for the total 
sample ranged from a low of 1.90 for PLEI item 15 (Opportunities exist for cooperative 
exchanges with other schools) to a high of 3.36 for PLEI item 34 (What is taught is 
determined by district guidelines). The standard deviations for the PLEI items ranged 
from a low of .72 (item 34) (What is taught is determined by district guidelines) to a 
high of 1.08 (item 22) (Formal opportunities, specific time set aside, exist to work/plan 
collaboratively with other teachers).
The Teacher Self and Organizational Efficacy Assessment fTSOEAl 
Descriptive statistics for each item of the original 24-item TSOEA instrument 
used in the study were computed for the total sample of teachers. Table D.2 reports 
means and standard deviations for each of the TSOEA items. All items on the TSOEA 
were scored using a five-point Likert scale, ranging from: l=Little /No
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Effort/Persistence to 5=  Large Amount of Effort/Persistence. For the first two 
subscales, Teacher Perceptions of Self Efficacy (TPSE) and Teacher Perceptions of 
Organizational Efficacy (TPOE), a higher item mean score indicates a greater amount 
of perceived self or organizational efficacy for each of four goals as specified in the 
item statement. For the third subscale of Collective Perceptions of Efficacy (CPE) a 
higher item mean score indicates decreasing efforts toward goal accomplishment and 
thus indicates a lesser degree of perceived self or organizational efficacy for each of the 
goals specified in the
item statement. Items for this subscale were reverse coded in the analyses to facilitate 
comparisons among subscales.
Item means for the total sample ranged from a low of 2.29 for TSOEA item 17 
(To what extent would failure to accomplish the goal of enhancing the learning of 
students result in decreasing effort to accomplish future goals?) (Note: This question 
directs the respondent to select a response based on his/her own personal efforts.) to 
a high of 4.72 for TSOEA item 1 (How much energy/effort is put forth in your school 
to accomplish the goal of enhancing the learning of students?) (Note: This question 
directs the respondent to select a response based on his/her own personal effort.). The 
standard deviations for the TSOEA items ranged from a low of .57 for item 1 to a high 
of 1.34 for item 17.
The Modified Receptivity to Change Inventory fRCD 
Descriptive statistics for each item of the modified 18-item RCI instrument used 
in the study were computed for the total sample of teachers. Table D.3 reports means
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and standard deviations for each of the RCI items. All items on the RCI were scored 
using a five-point Likert scale ranging from: 1 =  "I would not support the suggestion;" 
to 5 =  "I would support the suggestion." A higher item mean indicates a greater degree 
of agreement with/support for the school/district change suggested in the item and thus 
reflects greater, positive receptivity to change. Item means for the total sample ranged 
from a low of 1.50 for RCI item 7 (Remove walls in schools to develop an open 
classroom educational environment) to a high of 4.30 for RCI item 6 (Develop a 
positive action committee to curb school dropouts). The standard deviations for the 
items ranged from a low of 1.01 for RCI items 7 (stated above) and 15 (Allow parents 
to have the final decision in the promotion/retention of their children in grades K-12) 
to a high of 1.47 for RCI item 1 (Lengthen the school year to 200 student attendance 
days).
The Index of Perceived Organizational Effectiveness (TPOE1 
Descriptive statistics for each of the eight items of the IPOE instrument used in 
the study were computed for the total sample of teachers. Table D.4 reports means, 
standard deviations, and mean percentages of the maximum possible scores for each of 
the IPOE items. All items on the IPOE were scored using a five-point, forced choice 
scale. The content of each of the five scale points varies from one item to the next. 
Each response set was designed to reflect degrees of organizational effectiveness 
(relative to the content of the item) ranging from: 1 =Ineffective; to 5=Highly
Effective. A higher item mean indicates a greater degree of perceived organizational 
effectiveness. IPOE item means for the total sample ranged from a low of 2.98 for
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item 6 (When changes are made in methods, routines, or equipment, how quickly do 
the people in your school accept and adjust to the changes?); to a high of 3.94 for 
IPOE item 2 (How good is the quality of the products or services produced by the 
people you know in your school?). Standard deviations for the IPOE items ranged from 
a low of .76 for IPOE item 2 (stated above) to a high of 1.06 for IPOE item 5 (How 
informed are the people in your school about innovations that could affect the way they 
work?).
Summary of Results of Factor Analyses 
A series of factor analysis procedures was completed for the PLEI, TSOEA, and 
the RCI before proceeding with reliability analyses and analyses pertinent to the major 
research questions in this study. Results of these analyses for each instrument are 
reported in the sections that follow.
PLEI Factor Analyses 
In an attempt to explore conceptual dimensions of the professional learning 
environment as measured by the PLEI, a series of principal components factor analysis 
procedures using both oblique (Promax) and orthogonal (Varimax) rotation techniques 
(SAS Institute, 1985), extracting from one to six factors, was conducted using the total 
sample of teacher data (n=1041). Examination and comparison of results of these 
analyses with initial, conceptual definitions of dimensions of the school professional 
learning environment were completed to determine the best conceptual and statistical 
alignment of items with the various subscales. Item grand means were substituted for
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missing item data for a small number of cases (less than .05 %) in order to maximize 
the number of usable cases included in the factor analyses.
Results of analyses were interpreted in view of the independence of factor 
structure, the best conceptual fit of the items loading on various subscales/dimensions 
of the PLEI, and examination of eigen values and percentages of variance explained by 
each of the solutions as well as by each factor within each of the various solutions. 
Review of analyses relative to the various factor solutions was conducted first, by 
examining the results for a one factor solution, and subsequently by examining the 
results for various oblique and orthogonal two- through six- factor solutions. Results 
of this review revealed that the four-factor, orthogonal solution represented the best 
statistical and conceptual analysis of the PLEI data.
Table 1 summarizes the results of the one-factor, principal components solution 
for the PLEI data. Item loadings (item/scale correlations) ranged from a low of .37 to 
a high of .78, with all 42 of the PLEI items loading on a single factor with 38 item 
loadings at or exceeding .50. The one-factor solution results explained approximately 
42% of the total variance in the data. Subsequent oblique and orthogonal solutions 
were computed because of the initial conceptualization of separate PLEI constructs and 
in an attempt to arrive at a solution which meaningfully explained a larger percentage 
of variation in the data.
Both oblique and orthogonal two- through six- factor solutions for the PLEI data 
were completed and reviewed for independence of factor loadings, variance explained 
by each factor and for the total solution, and conceptual fit with dimensions/subscales.
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Table 1
Summary of Factor Pattern Coefficients (1 Factor Solution) for the 
Professional Learning Environment Inventory (PLEI) (n=1041)
PLEI Item 1 Factor*
1 .67
2 .73
3 .67
4 .55
5 .56
6 .67
7 .56
8 .57
9 .67
10 .72
11 .75
12 .69
13 .77
14 .67
15 .64
16 .68
17 .47
18 .68
19 .63
20 .61
21 .59
22 .62
23 .70
24 .62
25 .64
26 .71
27 .78
28 .58
29 .68
30 .64
31 .37
32 .61
33 .70
34 .45
35 .62
(table continues!
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PLEI Item 1 Factor*
36 .74
37 .78
38 .70
39 .75
40 .65
41 .47
42 .61
Variance Explained1 = 41.99
* Principal components solution
b Expressed as a percentage of explained variance in the data by the solution
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An initial set of decision making rules was used for retaining items and slight 
modifications in these rules were subsequently made to retain final items as described 
in Chapter three. Results indicated that the four-factor, orthogonal solution represented 
the best conceptual and statistical tit with the original underlying conceptualizations of 
elements of the professional learning environment in schools.
Table 2 is a summary of rotated factor structure coefficients (correlations) for 
the four- factor oblique solution. Item loadings ranged from a low of .47 to a high of 
.83. Further examination of the factor loadings for this solution indicated several 
instances of item cross loadings on one or more factors. Twenty-seven (64%) of item 
loadings did not meet the original criteria established for item retention on a particular 
factor. In view of these initial results and considering the intercorrelations among items 
and the interpretability of constructs, it appeared that this solution fell somewhat short 
of explaining the nature of independent factors that were originally posited to exist 
within the conceptual framework for understanding the professional learning 
environment in schools. Thus, this solution was not retained and further review of 
orthogonal solutions was deemed necessary.
Review of orthogonal, rotated factor pattern/structure coefficients (correlations) 
for the two- through four-factor solutions for the PLEI revealed that the four-factor, 
orthogonal solution represented the best conceptual and statistical fit with the original 
derivation of dimensions composing the professional learning environment construct. 
Table 3 summarizes these results. Twenty-seven of the PLEI items met the original 
criteria established for retaining items on factors. This number (n= 27), (in
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Table 2
Summary of Rotated Factor Structure Coefficients 
for the Four-Factor Oblique Solution for the 
Professional Learning Environment Inventory (PLEI) 
(n=1041)
PLEI Item* Communality
Estimatesb I
Factor Coefficients 
II m IV
1 .53 .56 .68 .47 .17
2 .60 .58 .74 .51 .26
*3 .51 .65 .58 .44 .19
*4 .41 .61 .40 .39 .13
5 .45 .67 .38 .33 .22
6 .54 .61 .65 .37 .38
7 .37 .48 .56 .33 .31
*8 .38 .40 .58 .40 .39
9 .49 .59 .64 .45 .25
10 .56 .68 .65 .48 .27
11 .63 .65 .72 .54 .23
12 .52 .69 .53 .48 .37
13 .64 .73 .67 .50 .34
’14 .54 .71 .55 .43 .20
*15 .54 .73 .47 .42 .18
16 .53 .69 .52 .44 .42
17 .36 .40 .56 .24 .08
*18 .56 .56 .71 .40 .40
*19 .53 .42 .72 .40 .39
20 .43 .60 .55 .34 .30
21 .47 .63 .38 .41 .46
*22 .48 .69 .45 .42 .27
*23 .64 .76 .41 .56 .37
24 .53 .54 .40 .69 .23
*25 .67 .46 .41 .81 .30
•26 .65 .49 .59 .78 .29
27 .68 .60 .63 .76 .32
*28 .60 .41 .46 .48 .75
29 .56 .65 .42 .64 .41
30 .47 .56 .44 .63 .28
*31 .69 .22 .26 .27 .83
32 .41 .54 .44 .53 .42
33 .64 .38 .71 .67 .42
34 .32 .19 .48 .47 .25
35 .64 .37 .44 .79
(table continues!
.32
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PLEI Item Communality
Estimates I
Factor Coefficients 
II m IV
36 .64 .47 .76 .63 .38
37 .70 .50 .79 .67 .37
38 .58 .43 .64 .68 .45
•39 .66 .49 .76 .59 .53
40 .56 .51 .43 .74 .40
*41 .68 .27 .35 .38 .82
42 .46 .43 .46 .61 .50
Variance
Explained* 30.8% 29.3% 31.6% 28.6%
* Item loading meets original criteria established for item retention on factor
* Expressed as a percentage of explained variance in the data by each factor in the four- 
factor solution
b Sum of squared loadings for the four factor solution
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Table 3
Summary of Rotated Factor Pattern Coefficients for the Four-Factor 
Orthogonal Solution for the Professional Learning Environment Inventory (PLEI) 
(n=1041)____________________________________________________________
Factor Coefficients
PLEI
Item*
Communality
Estimatesb I n m IV
1 .53 .39 .55** .26 -.01
2 .60 .40 .60** .27 .06
*3 .51 .54 .41 .22 .02
4 .41 .55** .20 .22 -.02
5 .45 .63** .17 .12 .09
*6 .37 .47 .50 .10 .24
*7 .54 .35 .44 .11 .19
8 .38 .22 .47** .19 .27
*9 .49 .44 .49 .22 .08
*10 .56 .54 .47 .23 .09
‘11 .63 .47 .55 .31 .02
12 .52 .57** .30 .25 .21
*13 .64 .58 .47 .23 .15
14 .54 .62** .35 .20 .03
15 .54 .66** .25 .20 .02
16 .53 .58** .29 .19 .28
17 .36 .28 .52** .06 -.06
18 .56 .38 .58** .13 .25
19 .53 .21 .63** .16 .24
*20 .43 .49 .40 .10 .17
21 .47 .54** .13 .19 .35
22 .48 .62** .22 .21 .12
23 .64 .68** .10 .36 .20
24 .53 .39 .13 .59** .05
25 .67 .25 .14 .76** .10
26 .65 .26 .36 .67** .08
27 .68 .38 .38 .62** .10
28 .60 .22 .24 .27 .65**
29 .56 .52 .12 .47 .24
*30 .47 .41 .20 .50 .11
31 .69 .08 .09 .09 .82**
*32 .41 .40 .21 .36 .28
*33 .64 .11 .55 .51 .24
*34 .32 -.01 .40 .39 .13
35 .64 .14 .20 .75** .14
(table continues!
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PLEI Item Communality 
Estimate I n
Factor Coefficients
in IV
36 .64 .22 .61** .43 .18
37 .70 .23 .64** .47 .16
*38 .58 .19 .44 .52 .27
39 .66 .24 .60** .35 .36
40 .56 .33 .15 .62** .23
41 .68 .10 .16 .19 .78**
*42 .46 .24 .23 .47 .36
Variance
Explained0
Variance
Explained*1
(Four-factor
solution)
17.5%
54.4%
15.6% 13.9% 7.3%
* Item loadings do not meet original criteria established for item retention on factor 
**Item retained on factor of highest loading
* PLEI item number on original instrument
b Sum of squared loadings for this four factor solution
c Expressed as a percentage of explained variance in the data by each factor in the four- 
factor solution
d Expressed as a percentage of explained variance in the data by the four-factor 
orthogonal solution
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comparison with the 15 items meeting the criteria for the four-factor oblique solution) 
served to simplify the PLEI subscale constructs into a meaningful framework relative 
to the initial conceptions of characteristics of the professional learning environment in 
schools. This four-factor orthogonal solution meaningfully accounted for 54% of the 
variation in the PLEI data.
Factor I, Opportunities for Professional Learning and Development (OPLD), 
consisted of nine items and accounted for 17.5% of the variance in the data for the 
four-factor solution. Teacher/Administrator Relations (TAR), Factor n, also consisted 
of nine items and accounted for 15.6% of the variance in the solution. Factor HI, 
Beliefs/Values/Expectations (BEV), consisting of six items, accounted for 13.9% of the 
total item variance in the solution and Factor IV, Teacher Autonomy (TA), consisting 
of three items, accounted for 7.3% of the total item variance in the solution. Thus, a 
total of 27 of the original 42 PLEI items were retained to operationalize the resulting 
PLEI subscale structure. This factored version of the PLEI was used in subsequent 
analyses to explore answer to the research questions posed in the study. Table B.l 
(Appendix B) presents an item location index for the PLEI factored subscales which can 
be cross-referenced with the PLEI original instrument items (Appendix A) to examine 
the nature of the various subscale constructs.
Intercorrelations among the PLEI subscales were strong in magnitude and 
positive in direction and were as follows: BEV/TA, .35 (p<.05); TAR/TA, .36 
(p<.05); OPLD/TA, .50 (p < .01); BEV/TAR, .71 (p<.01); ; TAR/OPLD, .74 
(p<.01), BEV/OPLD, .76 (pC.Ol) (Table 21).
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TSOEA Factor Analyses
To explore conceptual dimensions of the teacher self and organizational efficacy 
constructs measured by the Teacher Self and Organizational Efficacy Assessment 
(TSOEA), a series of principal components factor analysis procedures using both 
oblique (Promax) and orthogonal (Varimax) rotation techniques (SAS Institute, 1985), 
extracting from one to five factors, was completed using the total sample of teacher 
data. Item grand means were substituted for missing item data for a small number of 
cases in order to maximize the number of usable cases included in the factor analyses. 
Examination and comparison of results of these analyses with initial, conceptual 
definitions of dimensions of self and organizational (collective) efficacy was completed 
to determine the best conceptual and statistical alignment of items with the various 
subscales. Results of analyses were interpreted in view of the independence of factor 
structure, the best conceptual fit of the items loading on various subscales/dimensions 
of the TSOEA, and examination of eigen values and percentages of variance explained 
by each of the solutions as well as by each factor within each of the various solutions.
Reviews of analyses relative to the various factor solutions were completed by 
first examining a one factor solution, and subsequently by examining various oblique 
and orthogonal two- through five- factor solutions. Results of these reviews revealed 
that the three-factor, orthogonal solution represented the best statistical and conceptual 
interpretation of the data.
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Table 4 summarizes the results of the one-factor, principal components solution 
for the TSOEA data. Item loadings for this solution ranged from a low of .37 to a high 
of .77, with all 24 of the TSOEA items loading on a single factor and 18 loading at or 
exceeding .50. The one-factor solution results explained 35.9% of the variance in the 
data. Subsequent review of oblique and orthogonal solutions was conducted because 
of the initial conceptualization of separate self and organizational efficacy constructs, 
and because a number of loadings on the one-factor solution for several TSOEA items 
appeared lower than desired.
Results for both oblique and orthogonal two- through five- factor solutions for 
the TSOEA were reviewed for independence of factor loadings, variance explained by 
each factor and for total solution, and conceptual fit with dimensions/subscales. An 
initial set of decision making rules was used for retaining items and slight modifications 
in these rules were subsequently made to retain final items as described in Chapter 
three. Results indicated that the three-factor, orthogonal solution represented the best 
statistical fit of the data and, upon examination of the three factors relative to item 
content, a resulting re-conceptualization of the organizational efficacy construct 
emerged.
A review of the various oblique solutions for the TSOEA revealed results that 
were somewhat similar to those obtained for the PLEI (multiple cross loadings, etc.) 
and thus, the three-factor, orthogonal solution was examined and retained for 
construction of the TSOEA subscales. Item loadings for this solution ranged from a low 
of .36 to a high of .87. Further examination of the factor loadings for the three-factor
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Table 4
Summary o f  Factor Pattern Coefficients (1 Factor Solution)
for the Teacher S elf and Organizational E fficacy Assessm ent (TSOEA)
(n=1041)
TSO EA Item 1 Factorb
1 .37
2 .60
3 .59
4 .70
5 .60
6 .72
7 .58
8 .68
9 .53
10 .68
11 .68
12 .77
13 .66
14 .76
15 .63
16 .73
17a .41
18 .45
19 .48
20 .51
21 .46
22 .51
23 .47
24 .50
Variance Explained0 (1-Factor) =  35.9%
a Items 17-24 have been reverse-scored  
b Principal com ponents solution
c Expressed as the percentage o f explained variance in the data for the solution
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orthogonal solution indicated that two items exhibited cross loadings of somewhat equal 
magnitude for two factors. Examination of the content of these two items suggested 
that each item might conceptually fit with either of the two subscales, and thus each 
was retained on both factors for subsequent analyses.
Table 5 summarizes the rotated factor pattern/structure coefficients (correlations) 
for the three-factor, orthogonal solution for the TSOEA data. All 24 of the items met 
the original criteria established for item retention on a single factor. This solution 
explained 63.2% of the total variation in the TSOEA data. Factor I, Teacher 
Perceptions of Self Efficacy (TPSE), consisted of ten items (items 6 and 14 were 
retained on Factors I and II) and accounted for 21.4% of the variance in the data for 
the three-factor solution. Teacher Perceptions of Organizational Efficacy (TPOE), 
Factor n , consisted of eight items and accounted for 17.1 % of the variance in the data 
for the solution. Factor HI, Collective Perceptions of Efficacy (CPE) consisted of eight 
items and accounted for 24.7% of the variance in the data for this solution.
All 24 of the original TSOEA items exhibited meaningful loadings for the four- 
factor orthogonal solution and thus were retained on the factor of highest loading, with 
the exception of items six and fourteen, which were retained on both Factors I and II 
because of cross loadings of approximately equal magnitude. The resulting TSOEA 
subscale structure which was used in subsequent analyses to examine research 
questions, represented a revised conceptualization of the efficacy construct. For 
example, a third factor was identified which did not reflect separate individual and 
organizational perceptions, but defined perceptions of collective efficacy of members
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Table 5
Summary o f  Rotated Factor Pattern Coefficients for a 3-Factor Orthogonal Solution for 
the TeacherSelf and Organizational E fficacy Assessm ent (TSOEA) (n= 1041)
TSOEA Item Factor C oefficients
Communality
Estimates3 I II III
1 .18 .36 .21 .01
2 .62 .14 .76 .13
3 .49 .65 .26 .00
4 .60 .48 .61 .04
5 .62 .78 .12 .03
6b .61 .57 .54 .07
7 .46 .65 .19 .09
8 .64 .33 .73 .08
9 .37 .56 .22 .06
10 .70 .29 .78 .07
11 .60 .70 .32 .03
12 .71 .52 .66 .08
13 .69 .82 .16 .05
14b .67 .57 .58 .09
15 .55 .71 .20 .10
16 .64 .43 .66 .11
17c .71 .07 -.03 .84
18 .74 -.08 .21 .83
19 .75 .13 .00 .85
20 .75 .03 .17 .85
21 .80 .13 -.05 .88
22 .78 .03 .16 .87
23 .77 .14 -.04 .87
24 .74 .01 .19 .84
Variance
Explainedd 21.4% 17.1% 24.7%
Total Variance Explained (4-Factor)c =  63.2%
a Sum o f squared loadings for this three factor solution  
b Item was retained on two factors 
c Items 17-24 have been reverse-scored
d Expressed as a percentage o f  variance explained in the data for each factor in the 
solution
e Expressed as a percentage o f  variance explained in the data for the solution
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of the school organization in response to failure. Table B.2 (Appendix B) presents an 
item location index for the TSOEA factored subscales that can be cross-referenced with 
the TSOEA original instrument items (Appendix A) to examine the nature of subscale 
constructs.
Intercorrelations among the TSOEA subscales were as follows: TPSE/CPE, .50 
(pC.Ol); TPOE/CPE, .50, (pC.Ol); TPSE/TPOE, .92 (p < .01) (Table 21).
RCI Factor Analyses 
A series of principal component, factor analysis procedures were completed for 
the total sample of teachers (n=1041) for the modified RCI used in this study to 
examine Chauvin’s (1992) finding that receptivity to change as measured by the RCI 
is a two-dimensional construct. Table 6 provides a summary of the one-factor solution 
for the RCI. Factor loadings ranged from a low of .32 to a high of .72. Five items 
did not demonstrate loadings meeting the minimum criteria for retention for the one 
factor solution. The percentage of total item variance explained by this solution was 
21.8%. Results obtained for the two-factor orthogonal solution (Table 7), indicated that 
item loadings generally increased in magnitude. Factor pattern coefficients for this 
solution ranged from .42 to .72. In the instance of cross-loadings, items were retained 
on the factor of highest loading if the difference between loadings exceeded .20. 
Highest item loadings for ten items did not meet this original criterion, but were 
retained on the factor of highest loading after review of conceptual fit with the subscale 
construct. The percentage of variance explained in the data for this solution was 
33.4%.
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Table 6
Summary o f  Factor Pattern C oefficients (1 Factor Solution) 
for the m odified Receptivity to Change Inventory (RCI) (n=1041)
RCI Itema Factor C oefficientsb
1 .34
2 .43
3 .58
4 .44
5 .39
6 .51
7 .26
8 .64
9 .71
10 .72
11 .57
12 .47
13 .29
14 .06
15 .20
16 .28
17 .32
18 .57
Variance Explained0 =21.8%
Total Variance Explained (2-Factor) =33.4%
a Items are a selected subset o f  original RCI 
b Principal com ponents solution
c Expressed as the percentage o f explained variance in the data for the solution
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Table 7
Summary o f  Rotated Factor Pattern C oefficients for a 2-Factor 
Orthogonal Solution for the modified Teacher Receptivity  
to Change Inventory (RCI) (n=1041)
RCI Item3 Communality
Estimates’5
Factor Coefficients
I II
1 .21 .45 .19
*2 .24 .44 .30
3 .40 .15 .63
*4 .25 .45 .32
5 .40 .63 .17
6 .41 -.03 .63
7 .19 .43 .11
8 .42 .27 .64
9 .57 .20 .76
10 .60 .20 .77
11 .41 .11 .64
12 .30 .05 .54
13 .19 .44 .13
14 .24 .43 -.13
15 .18 .42 .04
16 .26 .51 .09
17 .42 .64 .08
‘18 .33 .37 .52
Variance
Explained3' 20.7% 12.7%
Total Variance Explained (2-Factor)d = 33.4%
* H ighest loading did not meet original criteria 
a Items are a selected subset o f  original RCI 
b Sum o f  squared loadings for this two factor solution
c Expressed as the percentage o f  explained variance for each factor in the solution 
d Expressed as the percentage o f  explained variance in the data for the solution
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Results of these analysis provide some confirmatory evidence for Chauvin’s 
(1992) finding that teacher receptivity to change in schools, as measured by the RCI, 
is a two-dimensional construct consisting of elements of superficial/behavioral change 
and cultural normative change. It should be recognized that the RCI instrument used 
in this study was a modified version of Chauvin’s (1992) version of the RCI designed 
for use in schools. The modified version contains of the RCI used in this study 
contains only 18 items, eight for the subscale SBC and 10 for the subscale CNC.
An item location index for the subscales of the modified version of the RCI can 
be found in Appendix B (Table B.3). Item numbers can be cross-referenced with item 
content using the modified RCI instrument which is included in Appendix A.
The intercorrelation between the two RCI subscales of Superficial Behavioral 
Change (SBC) and Cultural Normative Change (CNC) was positive in direction, and 
moderately strong in magnitude (r=.55, p< .01) (Table 21).
Descriptive Statistical Summaries for Factored Instrument Subscales
Descriptive statistical summaries for the factored subscales of the PLEI, the 
TSOEA, the RCI and for the EPOE were completed for the sample of teachers with 
complete instrument data and for teachers by school level (elementary, middle, and 
secondary). Table 8 depicts summaries of descriptive statistics for all instrument 
subscales used in the study for teachers with complete instrument data in all schools. 
Tables 9-11 include descriptive summaries for teachers by school level (elementary, 
middle and secondary). Results are reported in the sections that follow.
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Table 8
Summary o f  Instrument Subscale Descriptive 
Statistics for the PLEI, TSOEA, RCI, and IPOE 
for Teachers in all Schools (n=997)a
Instrument/Subscale M SD M% Maxb
Professional Learning Environment 
Inventory (PLEI)(27)C
Subscales:
OPLD (9)d 21.3 6.1 59.2
TAR (9) 25.7 5.9 71.4
BEV (6) 17.7 4.1 73.8
TA (3) 9.7 2.0 80.8
Teacher S elf and Organizational 
Efficacy A ssessm ent (TSOEA)(26)
Subscales:
TPSE (10) 40.1 6.9 80.2
TPOE (8) 29.7 6.6 74.3
CPE (8) 27.2 8.6 68.0
Receptivity to Change 
Inventory (RCI)( 18)
Subscales:
SBC (8) 31.1 5.8 77.8
CNC (10) 19.6 6.1 39.2
Index o f  Perceived Oraganizational 
Effectiveness (IPOE) (8) 27.8 6.0 69.5
a Number o f  valid cases (listw ise) with no m issing values
b Subscale mean score expressed as a percentage o f  the maximum possible score 
c Total number o f item s on instrument 
d Number o f  items on subscale
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Table 9
Summary o f  Instrument Subscale Descriptive 
Statistics for the PLEI, TSOEA, RCI, and IPOE 
for Teachers in Elementary Schools (n=406)a
Instrument/Subscale M SD M% Maxb
Professional Learning Environment 
Inventory (PLEI)(27)C
Subscales:
OPLD (9)d 22.7 6.1 52.2
TAR  (9) 27.9 5.5 65.8
B E V  (6) 19.0 4.0 67.0
TA (3) 9.6 2.2 83.3
Teacher S e lf  and Organizational 
Efficacy Assessm ent (TSOEA)(26)
Subscales:
TPSE (10) 43 .0 5.9 72.8
TPOE (8) 32.2 6.1 67.0
CPE (8) 28.2 9.5 64.5
Receptivity to Change 
Inventory (RCI)( 18)
Subscales:
SBC  (8) 32.0 5.1 74.3
CNC (10) 19.4 6.0 38.2
Index o f  Perceived Oraganizational 
Effectiveness (IPOE) (8) 29.0 6.0 66.0
a Number o f  valid cases (listw ise) with no m issing values
b Subscale mean score expressed as a percentage o f  the maximum possible score 
c Total number o f  items on instrument 
d Number o f  items on subscale
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Table 10
Summary o f  Instrument Subscale Descriptive  
Statistics for the PLEI, TSO EA, RCI, and IPOE 
for Teachers in Middle/Jr. High Schools (n=302)a
Instrument/Subscale M SD
Professional Learning Environment
Inventory (PLEI)(42)b
Subscales:
OPLD (9)c 21.9 6.0
TAR (9) 25.5 5.8
BEV  (6) 17.3 4.0
T A (3) 9.6 2.0
Teacher S e lf and Organizational
E fficacy A ssessm ent (TSOEA)(24)
Subscales:
TPSE (10) 39.8 6.6
TPOE (8) 29.4 6.5
CPE (8) 27.4 8.5
R eceptivity to Change
Inventory (RCI)(18)
Subscales:
SBC (8) 31.4 6.3
CNC (10) 20.3 6.2
Index o f  Perceived Oraganizational
E ffectiveness (IPOE) (8) 27.6 6.0
a Number o f  valid cases (listw ise) with no m issing values 
b Total number o f  item s on instrument 
c Number o f  item s on subscale
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Table 11
Summary o f  Instrument Subscale Descriptive 
Statistics for the PLEI, TSOEA, RCI, and IPOE  
for Teachers in Secondary Schools (n=289)a
Instrument/Subscale M SD
Professional Learning Environment
Inventory (PLEI)(42)b
Subscales:
OPLD (9)c 18.8 5.5
TAR (9) 23.0 5.3
BEV  (6) 16.1 3.7
TA (3) 10.0 1.8
Teacher S e lf and Organizational
Efficacy A ssessm ent (TSOEA)(24)
Subscales:
TPSE (10) 36.4 6.7
TPOE (8) 26.8 6.2
CPE (8) 25.8 7.1
Receptivity to Change
Inventory (RCI)(18)
Subscales:
SBC (8) 29.7 6.1
CNC (10) 19.1 6.0
Index o f  Perceived Oraganizational
Effectiveness (IPOE) (8) 26.4 5.6
a Number o f  valid cases (listw ise) with no m issing values 
b Total number o f  item s on instrument 
c Number o f  item s on subscale
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PLEI Subscale Descriptive Statistical Summary 
Descriptive statistics for the revised four-factor version of the PLEI used for 
subsequent analyses for the total teacher sample are included in Table 8. Tables 9, 10, 
and 11 present descriptive summaries for teachers by school level (elementary, middle 
and secondary). The tables also include results summaries for the subscale mean scores 
expressed as percentages of the maximum possible subscale score (M%Max). These 
percentages allow for a more direct comparison of PLEI subscale scores because the 
number of items comprising various subscales differs from one subscale to the next. 
PLEI subscale means for the total sample of teachers ranged from a low of 9.7 
fTeacher Autonomy') (TA) to a high of 25.7 (Teacher/Administrator Relations) (TAR). 
Mean percentages of the maximum possible scores varied from 71.4% for the subscale 
TAR to 80.8% for the subscale TA. Standard deviations ranged from 2.0 for the 
subscale of TA to 6.1 for the subscale Opportunities for Professional Learning and 
Development (OPLD). Comparisons of PLEI subscale descriptive statistics across 
school levels (Tables 9, 10, and 11) revealed that mean percentages of the maximum 
possible scores for the PLEI subscales were fairly comparable for elementary (OPLD, 
63.1%; TAR, 77.5%; BEV, 79.2%; TA, 80%) and middle (OPLD, 60.8; TAR, 70.8; 
BEV, 72.1; TA, 80) school teachers. These same PLEI scores for secondary teachers 
were somewhat lower than scores for elementary and middle school teachers: OPLD 
(52.2%), TAR (63.8%), BEV (67%) and were higher for the TA subscale (83.3%). 
Standard deviations for PLEI subscales were fairly comparable across elementary, 
middle and secondary school levels.
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TSOEA Subscale Descriptive Statistical Summary 
TSOEA subscale means for the total sample of teachers ranged from a low of 
27.2 (CPE) to a high of 40.1 (TPSE). Standard deviations ranged from 6.6 for the 
subscale of TPOE to 8.6 for the subscale of CPE. Mean percentages of the maximum 
possible scores for TSOEA subscales ranged from a low of 68 % Max for CPE to a high 
of 80.2% Max for TPSE (Table 8).
Comparisons of TSOEA subscale descriptive statistics across school levels 
(Tables 9, 10, and 11) revealed that mean percentages of the maximum possible scores 
for the PLEI subscales were fairly comparable for middle (TPSE, 79.6%; TPOE, 74%; 
CPE, 68.5%) and secondary (TPSE, 72.8%; TPOE, 67%; CPE, 64.5%) school 
teachers. Mean percentages of the maximum possible scores for PLEI subscales for 
elementary teachers were somewhat higher than scores for middle and secondary school 
teachers for all TSOEA subscales TPSE (86%), TPOE (80.5%), CPE (70.5%). 
Standard deviations for TSOEA subscales were fairly comparable across elementary, 
middle and secondary school levels.
RCI Subscale Descriptive Statistical Summary 
Table 8 depicts summaries of descriptive statistics for all RCI subscales used in the 
study for teachers supplying complete instrument data in all schools. Tables 9, 10, and 
11 include descriptive summaries for teachers by school level (elementary, middle and 
secondary). RCI subscale means for the total sample of teachers were 31.1 
(Superficial/Behavioral Change) (SBC) and 19.6 (Cultural/Normative Change! (CNC). 
Mean percentages of the maximum possible scores were 77.8% Max for the SBC
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subscale and 39.2% Max for the CNC subscale. Standard deviations for each of these 
subscales were 5.8 (SBC) and 6.1 (CNC). Comparisons of descriptive statistics for the 
RCI subscales for elementary, middle and secondary schools (Tables 9-11) revealed that 
mean percentages of the maximum possible scores and standard deviations for both 
RCI subscales were comparable for teachers in elementary and middle schools. 
Somewhat lower percentages of the maximum possible score for both RCI scales were 
noted for secondary schools than for elementary and middle schools.
IPOE Descriptive Statistical Summary 
Table 8 depicts summaries of descriptive statistics for all instrument subscales 
used in the study for teachers with complete instrument data in all schools. The IPOE 
instrument mean score for the total sample of teachers was 27.8 with a standard 
deviation of 6.0. The mean percentage of the maximum possible score for the total 
sample for the IPOE was 69.5%. Mean percentage scores for school levels ranged 
from a low of 66% for secondary schools to a high of 72.5% for elementary schools 
(Tables 9-11).
Summary of Reliability Analyses 
Cronbach Alpha internal consistency reliability coefficients were computed for 
all instrument (PLEI, TSOEA, RCI, and IPOE) subscales used in the study (Table 12) 
along with summaries of alpha (if item deleted) coefficients for each item retained on 
the PLEI and TSOEA factored subscales (Table 13). The sample for these analyses 
was drawn from the total sample to include only data from 40 schools characterized by 
a response return rate of at least 50% of the teachers surveyed. In addition to these
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analyses, test-retest reliability (stability) coefficients were computed for the PLEI and 
TSOEA subscales for a separate sample of 54 teachers to whom these two instruments 
were administered over a two-week time period. The sections that follow summarize 
the results of the various reliability analyses completed. The reliability coefficients 
reported for the PLEI. TSOEA. and the RCI are based upon item/scale aggregations 
resulting from the factor analyses completed on each instrument as part of this study.
PLEI Reliability Analyses 
Internal Consistency Reliability Analyses
Cronbach Alpha internal consistency reliability coefficients were computed for 
each of the four PLEI subscales for the sample of teachers (n=667) in 40 schools. For 
this sample of teachers, Alpha coefficients for each of the PLEI subscales were as 
follows: Opportunities for Professional Learning and Development (OPLD) (r=.88); 
Teacher/Administrator Relations (TAR) (r=.89); Beliefs/Expectations/Values (BEV) 
(r=.88); and Teacher Autonomy (TA) (r=.79). Table 12 depicts a summary of Alpha 
reliability coefficients for all instrument subscales, along with the number of items for 
each subscale, used in the study. Lower Alpha coefficients were generally obtained for 
subscales with a small number of items. Reviews of Alpha (if item deleted) coefficients 
(Table 13) revealed a general consistency of coefficients for PLEI subscales, providing 
additional support for retention of the various items on each of the factored subscales. 
Test-Retest (Stability! Analyses
Stability coefficients were computed between the PLEI instrument Pre and Post 
test administrations which occurred over a two-week time period for a sample of 48
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Table 12
Summary of Standardized Alpha Reliability Coefficients 
for all Subscales of the PLEI, TSOEA, RCI, and IPOE for 
Teachers (n= 664)
Instrument/Subscale Alpha Coefficient
PLEI (27)*
OPLD (9)b .88
TAR (9) .89
BEV (6) .88
TA (3) .79
TSOEA (24)
TPSE (10)
TPOE (8) .89
CPE (8) .92
.95
RCI (18)
SBC (8) .79
CNC (10) .65
IPOE (8) .90
* Total number of items for the factor-analyzed version of the 
instrument in this study 
b Number of items on the subscale
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Table 13
Summary of Intercorrelations and Alpha Coefficients 
for Items/Subscales of the PLEI and TSOEA
Item/Subscale Alpha if Item
Subscale Items Correlation3 Deletedb
PLEI/OPLD
4 C .64 .87
5 .67 .87
12 .74 .86
14 .74 .86
15 .72 .87
16 .72 .87
21 .68 .87
22 .74 .86
23 .77 .86
PLEI/TAR
1 .74 .88
2 .78 .87
8 .58 .89
17 .62 .89
18 .71 .88
19 .71 .88
36 .81 .87
37 .84 .87
39 .79 .87
PLEI/BEV
24  .76 .88
25 .85 .85
26 .83 .85
27 .83 .86
35 .77 .86
40  .74 .87
PLEI/TA
28 .82 .77
31 .85 .69
41 .84 .69
(table continues)
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Subscale Items
Item/Subscale
Correlation3
Alpha if  Item  
Deletedh
TSOEA/TPSE
1 .44 .89
3 .70 .87
5 .77 .87
6* .77 .88
7 .66 .89
9 .61 .88
11 .77 .87
13 .82 .88
14* .76 .88
15 .72 .87
TSOEA/TPOE
2 .71 .92
4* .78 .91
6 .80 .91
8 .80 .91
10 .80 .91
12 .85 .91
14* .83 .90
16 .81 .91
TSOEA/CPE
17 .85 .94
18 .84 .92
19 .86 .94
20 .87 .94
21 .88 .94
22 .88 .94
23 .87 .94
24 .86 .94
a Pearson product moment correlation coefficient computed between item and subscale 
com posite (p<.01) 
b Alpha coefficient computed for subscale with item deleted 
c Item number appearing on original instrument 
' Item retained on two subscales
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teacher volunteers in two schools. Pearson product moment correlation coefficients 
were computed between scores for each of the PLEI subscales for pre and post test 
administrations using teachers as the units of analyses. Stability coefficients for the 
PLEI subscales for the sample of 48 teachers were as follows: OPLD (r=.48; p <  .01); 
TAR (r=.69; p < .01); BEV (r=.67; p< .01); and TA (r=.60; pC .O l). Because of 
concerns about the rather low stability coefficients for the PLEI OPLD subscale, 
stability coefficients were subsequently computed for each group of teachers within each 
of the two schools. These coefficients were .30 (p>.05) and .61 (p<.01), 
respectively.
TSOEA Reliability Analyses 
Internal Consistency Reliability Analyses
Cronbach Alphc. internal consistency reliability coefficients were computed for 
each of the three TSOEA subscales for the sample of teachers (n=667) in 40 schools. 
For this sample of teachers, Alpha coefficients for each of the TSOEA subscales were 
as follows: Teacher Perceptions of Self Efficacy (TPSE1 (r=.891: Teacher Perceptions 
of Organizational Efficacy (TPOE) (r=.92); and Collective Perceptions of Efficacy 
(CPE) (r=.95). Table 12 depicts a summary of Alpha reliability coefficients for all 
instrument subscales, along with the number of items for each subscale, used in the 
study. Reviews of Alpha (if item deleted) coefficients (Table 13) revealed a general 
consistency of coefficients for TSOEA subscales and provides additional support for 
retention of the various items on each of the factored subscales.
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Test-Retest (Stability! A nalyses
Stability coefficients were computed between the TSOEA instrument Pre and 
Post test administrations over a two-week time period for the sample of 48 teacher 
volunteers in two schools. Pearson product-moment correlation coefficients were 
computed between scores for each of the TSOEA subscales from pre and post test 
administrations. Stability coefficients for the TSOEA subscales were as follows: TPSE 
(r=.80; p <.01); TPOE (r=.80; p <.01); and CPE (r=.39; p< .05). Because of 
concerns about the rather low stability coefficients for the TSOEA CPE subscale, 
stability coefficients were subsequently computed for each group of teachers within each 
of the two schools. These coefficients were .19 (p>.05) and .65 (pC.Ol), 
respectively.
RCI Reliability Analyses 
Cronbach Alpha internal consistency reliability coefficients were computed for 
each of the two RCI subscales for the sample of teachers (n=667) in 40 schools. For 
this sample of teachers, Alpha coefficients for each of the RCI subscales were as 
follows: Superficial/Behavioral Change (SBC) (r=,79) and Cultural Normative Change 
(CNC) (r=.65). Table 12 depicts a summary of Alpha reliability coefficients for all 
instrument subscales, along with the number of items for each subscale, used in the 
study.
IPOE Reliability Analyses 
Cronbach Alpha internal consistency reliability coefficients were computed for 
the IPOE total instrument scores for the sample of teachers (n=667) in 40 schools. For
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this sample of teachers the Alpha coefficient obtained for the IPOE was .90. Table 12 
depicts a summary of Alpha reliability coefficients for all instrument subscales used in 
the study.
Results of Analyses for Primary Research Questions 
A series of nine primary research questions was used to guide major data 
analyses in this study. The first two research questions focused on explorations of the 
nature of the empirically derived constructs measured by the two instruments, the 
Professional Learning Environment Inventory (PLEI) and the Teacher Self and 
Organizational Efficacy Assessment (TSOEA), developed for use in this study. 
Questions three through eight focused on explorations of various quantitative 
relationships among the professional learning environment, teacher and organizational 
efficacy, and receptivity to change variables, and dependent measures of perceptions 
of school effectiveness, student attendance, and student achievement. Question nine 
focused on comparisons of correlational and descriptive statistical results for 
independent and dependent variables for a subsample of comparison schools. Results 
of analyses for each primary research question are presented in the sections that follow. 
Research Question 1: What is the nature of the empirically-derived constructs
measured by the PLEI?
A variety of factor analyses were completed for the PLEI complete teacher data 
set using the procedures and decision making rules previously described. Considered 
collectively, the factor analysis results suggested that a four-factor orthogonal solution 
represented the best conceptual and statistical fit with the underlying constructs of the
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professional learning environment in schools. This solution accounted for 54.4% of the 
variation in the PLEI data and a total of 27 items were retained on four factors with 
loadings ranging from .42 to .82. These 27 items were distributed across identified 
dimensions as follows: Opportunities for Professional Learning and Development 
(OPLD) (9 items); Teacher/Administrator Relations (TAR) (9 items); Beliefs, Values 
and Expectations (BEV) (6 items); and Teacher Autonomy (TA) (3 items).
Brief conceptual definitions of the four factored subscales of the PLEI are as 
follows: 1) Opportunities for Professional Learning and Development include existing 
events in the school environment which have the potential for enhancing teachers’ 
professional learning through engagement in cognitive processes; 2) 
Teacher/Administrator Relations include supervisory and non-supervisory interactions 
between administrators and teachers that pertain to professional learning and 
participation in professional activities; 3) Beliefs/Expectations/Values include factors 
or conditions existing in the school culture which define expectations for and 
enhancement of learning in the school community; and 4) Teacher Autonomy which 
includes opportunities and conditions which allow for teacher professional decision 
making in the school environment.
Research Question 2: What is the nature of the empirically-derived constructs
measured by the TSOEA?
A variety of factor analyses were completed for the TSOEA complete teacher 
data set using the procedures and decision making rules previously described. 
Considered collectively, the factor analysis results suggested that a three-factor
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orthogonal solution represented the best conceptual and statistical fit with the underlying 
constructs of teacher self and organizational efficacy in schools, and provided support 
for a new conceptualization of a third, collective efficacy construct. This solution 
accounted for 63.2% of the variation in the TSOEA data and a total of 26 items (items 
6 and 14 were retained on factors I and II) were retained on three factors with loadings 
ranging from .36 to .87. These 26 items were distributed across identified dimensions 
as follows: Teacher Perceptions of Self Efficacy (TPSE)(10 items); Teacher
Perceptions of Organizational Efficacy (TPOE)(8 items); and Collective Perceptions of 
Efficacy (CPE)(8 items).
Brief conceptual definitions for the three factored subscales of the TSOEA are 
as follows: 1) Teacher Perceptions of Self Efficacy are defined in terms of the amount 
of effort and persistence (in spite of some obstacles) that an individual perceives he/she 
is willing to put forth to accomplish various personal and organizational goals; 2) 
Teacher Perceptions of Organizational Efficacy are defined in trems of the amount of 
effort and persistence (in spite of some obstacles) an individual perceives that others in 
the organization are willing to put forth to accomplish various personal and 
organizational goals; and 3) Collective Perceptions of Efficacy are defined in terms of 
individual teacher (self) and other teachers’ (others) perceptions of continued 
willingness to put forth effort to accomplish subsequent goals in spite of past, repeated 
failure.
The results of the TSOEA factor analyses suggested three separate efficacy 
dimensions conceptually defined in terms of teacher self efficacy (Me), other teachers’
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efficacy as a group (Thee), and all teachers’ collective efficacy (We). The first two 
efficacy dimensions (Me, Thee) reference perceptions of initial levels of 
motivation/persistence to accomplish school goals. The third dimension (We) 
references teachers’ collective perspectives of persistence in view of repeated failure to 
accomplish school goals.
Research Question 3: Are there statistically significant, bivariate relationships between 
professional learning environment variables and the various school effectiveness 
indices?
Pearson product moment correlational analyses were conducted to explore this 
research question. Teacher school mean scores for a subsample of 40 schools in which 
response rates consisted of at least 50% of the teachers sampled in each school were 
used as the units of analysis. Correlation coefficients were computed between the 
various PLEI factored subscales and total scores for the IPOE, student average daily 
attendance (SADA), and standardized student achievement test scores in math 
(SACHM) and reading (SACHR).
Table 14 summarizes intercorrelations among scores on subscales of the PLEI, 
TSOEA, RCI and scores on the IPOE. Of interest here, are the findings for the PLEI 
subscales and the IPOE. Correlations between the PLEI subscales and the IPOE were 
all statistically significant (p<.001), positive in direction, and ranged in magnitude 
from a low of .43 (TA/IPOE) to a high of .87 (BEV/IPOE).
Table 15 provides a summary of intercorrelations between scores on subscales 
of the PLEI, TSOEA, RCI and the remaining two school effectiveness indices (student
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Table 14
Summary o f  Intercorrelations Betw een Scores on 
Subscales o f  the PLEI, TSOEA, RCI and IPOE Scores 
for A ll Schools (n=40)
Instrument/Subscale IPOE (8)a
PLEI
Opportunities for Professional 
Learning/Development (O PLD )(9)b .65**
Teacher - Administrator Relations 
(TAR) (9) .57**
Beliefs/Expectations/Values (BEV ) (6) .87**
Teacher Autonomy (TA) (3) .43**
TSOEA
Teacher Perceptions o f  Self-Efficacy  
(TPSE) (10) .78**
Teacher Perceptions o f Organizational 
Efficacy (TPOE) (8) .85**
Collective Perceptions o f  Efficacy  
(CPE) (8) .51**
RCI
Superficial Behavioral Change (SBC) (8) .24
Cultural Normative Change (CNC) (10) .03
a Number o f items on IPOE 
b Number o f items on Instrument Subscales
p<.05
pc.Ol
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Table 15
Summary o f  Intercorrelations Betw een Scores on 
Subscales o f  the PLEI, TSOEA, RCI and S A D A  and SACH  
Indices for A ll Schools (n=40)
Instrument/S ubscale SA D A SACHM SACHR
PLEI
Opportunities for 
Professional Learning/ 
Developm ent 
(O PLD )(9)a .19 .12 .19
T eacher-Administrator 
Relations (TAR) (9) .34* .05 -.07
Beliefs/Expectations/ 
Values (B E V ) (6) .27 .27 .22
Teacher Autonomy 
(TA) (3) -.01 -.01 .19
TSOEA
Teacher Perceptions o f  
Self-Efficacy (TPSE) 
0 0 ) .29 .20 .10
Teacher Perceptions o f  
Organizational 
Efficacy (TPOE) (8) .38* .29 .19
Collective Perceptions 
o f  Efficacy (CPE) (8) .27 .35* .21
RCI
Superficial Behavioral 
Change (SBC ) (8) -.02 -.25 -.31
Cultural Normative 
Change (CNC) (10)
-.20 -.39* -.40*
a Number o f  items on instrument subscales 
* p<.05
** pc.Ol
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attendance and student achievement). Only one correlation coefficient between the 
PLEI subscales and the effectiveness indices was statistically significant (SADA/TAR, 
r= .34 , p< .05).
Research Question 4: Are there statistically significant, bivariate relationships between 
efficacy variables and the various school effectiveness indices?
To examine this research question, Pearson product moment correlations were 
computed between subscales of the TSOEA and the various school effectiveness indices 
using teacher school mean scores for the subsample of 40 schools as the units of 
analysis. These results are reported in Tables 14 and 15. Intercorrelations for the 
TSOEA subscales and the IPOE (Table 14) were all statistically significant (p< .001), 
positive in direction, and ranged in magnitude from .51 (CPE/IPOE) to .85 
(TPOE/IPOE). Only two intercorrelations between the TSOEA subscales and the 
school effectiveness indices of achievement and attendance (Table 15) were statistically 
significant (SADA/TPOE, r=.38, p< .05; SACHM/CPE, r= .35, p< .05).
Research Question 5: Are there statistically significant, bivariate relationships between 
teacher receptivity to change variables and the various school effectiveness indices?
Pearson product moment correlational analyses were also completed to explore 
this research question. Teacher school mean scores for the subsample of 40 schools 
were used as the units of analysis. Correlation coefficients were computed between the 
two RCI factored subscales and total scores for the IPOE, student average daily 
attendance (SADA) and standardized student achievement test scores in math (SACHM) 
and reading (SACHR). These results are reported in Tables 14 and 15.
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The RCI/IPOE and RCI/SADA correlations were not statistically significant 
(Tables 14 and 15). Significant, negative correlations were obtained for the RCI CNC 
subscale and student achievement in math (r =-.39, p< .05) and reading (r=-.40, 
p< .05) (Table 15).
Research Question 6: Are there statistically significant, multivariate relationships 
between the various independent variables (professional learning environment, efficacy, 
and receptivity to change variables) and the dependent variables (school effectiveness, 
student attendance/school holding power, and student achievement variables)?
To address this research question, two types of multivariate analyses were 
completed using teacher school mean scores for the subsample of 40 schools as the 
units of analyses. First, a series of multiple regression analyses (SPSS, 1986) was 
completed by regressing each dependent variable on each subscale of selected 
independent variables. Independent variables included all PLEI and TSOEA subscales. 
Dependent variables for these analyses were the school effectiveness indices (IPOE, 
SADA, STACH).
Results of the multiple regression analyses completed for the IPOE (dependent 
variable) and PLEI subscales (independent variables) as well as for PLEI and TSOEA 
subscales (independent variable set) indicated that the only significant variable to enter 
into the resulting regression equation for each analysis was the PLEI subscale BEV 
(Beliefs/Values and Expectations) (r=.87,F=118.42, p <  .0001). This PLEI subscale 
accounted for 76% of the total variance among schools in perceived organizational 
effectiveness.
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Multiple regression analyses were completed for the indices of student 
attendance and achievement in reading and in math. Each index served as a dependent 
variable for separate regression analyses. Subscales of the PLEI served as the 
independent variable set for initial analyses relative to each dependent variable, and the 
PLEI and TSOEA subscales served as an expanded independent variable set for 
subsequent analyses relative to each of the dependent variables. These analyses yielded 
no statistically significant (p> .05) results.
Secondly, a series of canonical correlation analyses (SAS Institute, 1985) was 
completed to examine the nature of multivariate relationships between various 
independent and dependent variable sets. The first canonical analysis was completed 
using the PLEI subscales (OPLD, TAR, BEV, and TA) as the independent variable set 
and a dependent variable set composed of selected school effectiveness indices (IPOE, 
student attendance, and student achievement in reading). Results of this analysis 
produced two significant multivariate relationships between the two variable sets 
(Re!=.89, pC.OOOl; Rc2=.58, p< .04). Table 16 presents the results of the this 
canonical variate analysis. For each canonical relationship (R^ and R ^ , The first 
column reports correlations of each variable with the canonical variate of the same 
variable set. The canonical variate for the PLEI subscales in the first analysis is largely 
defined by the BEV (r=.98) and the OPLD (r=.71) subscales. IPOE (r=.99) is the 
main contributor to the canonical variate of the school effectiveness variable set.
For the second significant multivariate relationship, the canonical variate for the 
PLEI subscales is defined by the TAR (r=.70) subscale and the canonical variate for
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Table 16
Summary o f  Canonical Variate Analysis Results for 
Subscales o f  the PLEI and a set o f  School Effectiveness 
Variables (n=37 Schools)
Variable Sets
R cl =
Within2
,89,p<.0001
Between5
R c2-
Within
,58,p<.04
Between
PLEI Subscales
OPLD .71 .63 -.05 -.03
TAR .52 .47 .70 .41
BEV .98 .87 .17 .10
TA .46 .41 -.14 -.08
School Effectiveness Subscales
IPOE .99 .88 .10 .06
SADA .16 .14 .43 .26
STACHR .26 .23 -.48 -.28
a Correlations are Pearson product moment correlations between each variable and the 
canonical variate o f  the same variable set
b Correlations are Pearson product moment correlations between each variable and the 
canonical variate o f  the opposite variable set
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the school effectiveness variable set is largely defined by the STACHR (r=-.48) index 
and the SADA index (r=.43). The second column for each canonical relationship in 
Table 16 reports correlations of each variable with the canonical variate of the opposite 
variable set. These results, show that for the first canonical correlation between the 
variable sets (R ^ .8 9 ,  p <  .0001) is primarily accounted for by the contributions of the 
PLEI subscales BEV (r=.87) and OPLD (r=.63) subscales, and the IPOE (r=.88). 
For the second canonical relationship, the canonical correlations between the variable 
sets is primarily accounted for by the TAR (r=.41) subscales, and STACHR (r=-.28) 
and SADA (r=.26) indices.
The second canonical analysis was completed using the PLEI subscales (OPLD, 
TAR, BEV, and TA) and the TSOEA subscales (TPSE, TPOE, and CPE) as an 
expanded independent variable set and a dependent variable set composed of selected 
school effectiveness indices (IPOE, SADA, and STACHR). Results of this analysis 
produced one significant multivariate relationship between the two variable sets 
(Rcl=.86, p <  .0001). Table 17 presents the results of this canonical variate analysis. 
The first column in the table reports correlations of each variable with the canonical 
variate of the same variable set. The canonical variate for the PLEI and TSOEA 
subscales in this analysis is largely defined by the BEV (r=.94), the TPOE (r=.93), 
and the TPSE (r=.86) subscales. IPOE (r=.99) is the main contributor to the 
canonical variate of the school effectiveness variable set. Table 17 also reports 
correlations of each variable with the canonical variate of the opposite variable set.
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Table 17
Summary o f  Canonical Variate A nalysis Results for the Set o f  
Subscales o f  the PLEI and TSO EA and the School E ffectiveness  
Variable Set (n=37 Schools)
Variable Sets
Rc=
W ithin3
.8 6 ,p< . 0 0 0 1
Betw een *1
PLEI and TSOEA
Subscales
OPLD .67 .63
TAR .51 .48
BEV .94 .87
TA .44 .41
TPSE . 8 6 .80
TPOE .93 .87
CPE .52 .49
School E ffectiveness
Variables
IPOE .99 .92
SA D A . 2 2 . 2 0
STACHR .28 .26
a Correlations are Pearson product moment correlations between each variable and the 
canonical variate o f  the same variable set
b Correlations are Pearson product moment correlations betw een each variable and the 
canonical variate o f  the opposite variable set
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These results show that the canonical correlation between the variable sets (R,.i=.86, 
p <  .0001) is primarily accounted for by the contributions of the PLEI subscale BEV 
(r=.87) and the TSOEA subscales TPOE (r=.87) and TPSE (r=.80), and the IPOE 
(r=-92).
Research Question 7: To what extent are teacher perceptions of professional learning 
environment variables and school effectiveness indices mediated by efficacy variables?
A series of partial correlation analyses was completed to address this research 
question. Partial correlation coefficients were computed, using teacher school means 
for the subsample of 40 schools, between subscales of the PLEI and IPOE scores, 
statistically controlling for the effects of the TSOEA subscale variables. Table 18 
provides a summary of bivariate (r) and partial (rp) correlation coefficients, variance 
explained in the data by bivariate (r2) and partial (rp2) relationships, and an index of the 
change in variance (Ar2) accounted for by the partial correlations controlling for the 
effects of the TSOEA variables. Results indicated that statistically controlling for the 
effects of efficacy variables somewhat altered the primary relationship of the PLEI and 
IPOE variables. Controlling for the effects of the TPSE (Teacher Perceptions of Self 
Efficacyl variable somewhat reduced the strength of relationship between the PLEI 
Beliefs/Values and Expectations (BEV) subscale and IPOE sores (r= .87, rp=.61; 
pC.OOOl; dr2=.40). Similarly, controlling for the effects of the TPOE (Teacher 
Perceptions of Organizational Efficacy) variable altered the primary relationship 
between the PLEI (Beliefs/Expectations/Values') subscale and the IPOE (r=.87, 
p <  .0001; rp=.45, p <  .001; Ar2=.57).
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Table 18
Summary o f  Bivariate and Partial Correlation Coefficients 
for Schools (n=40) Betw een Subscales o f  the PLEI and the 
IPOE, Controlling for the Effects o f  TSO EA Variables
Variables r r2 rpb rP2 Ar2c
OPLD with IPOE/TPSE3 .65** .42 .09 .0 1 .41
TAR with IPOE/TPSE .57** .33 -.15 . 0 2 .31
BEV with IPOE/TPSE .87** .77 .61** .37 .40
TA with IPOE/TPSE .43** .19 .36* .13 .06
OPLD with IPOE/TPOE .65** .42 .04 . 0 0 .42
TAR with IPOE/TPOE .57** .33 -.16 .03 .30
BEV with IPOE/TPOE .87** .77 .45** . 2 0 .57
TA with IPOE/TPOE .43** .19 .29* .08 .1 1
OPLD with IPOE/CPE .65** .42 .58** .34 .08
TAR with IPOE/CPE .57** .33 4 4 ** .19 .14
BEV with IPOE/CPE .87** .77 .83** .69 .08
TA with IPOE/CPE .43** .19 .46** .2 1 - . 0 2
a Bivariate correlation variables/partial correlation variable
b Partial correlations computed by statistically controlling for the effects o f  each TSOEA  
variable 
c Change in r2 (Ar2 =  r  - rp2 )
* p<.05
** pc.Ol
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Research Question 8: To what extent are teacher perceptions of professional learning 
environment variables and school organizational effectiveness indices mediated by 
teacher receptivity to change variables?
Partial correlation analyses were conducted to address this research question. 
Partial correlation coefficients were computed, using teacher school means for the 
subsample of 40 schools, between subscales of the PLEI and IPOE scores, and PLEI 
and SADA and STACH indices, statistically controlling for the effects of the RCI 
subscale variables. There were no significant changes in the initial bivariate 
relationships between instrument subscales and the IPOE and attendance and 
achievement. Thus, PLEI/Effectiveness variable relationships (particularly PLEI/IPOE) 
do not seem to be mediated by teacher receptivity to change variables.
Research Question 9: To what extent do the general relationships among independent 
and dependent variables in the study, using school means as the units of analysis, vary 
within sample schools, using individual teachers as the units of analysis?
Within school correlations of independent variable subscales for all measures 
used in the study (subscales of the PLEI, TSOEA, and RCI) and dependent school 
effectiveness indices (IPOE, SADA, STACHR, STACHR) were computed for each of 
the schools in the subsample of 40 schools. Based on results of simple correlations 
between independent and dependent variable subscales/measures for the total sample of 
schools, selected relationships (correlations between selected independent variable 
subscales and the IPOE) and school means and standard deviations were compared for 
each school in this analysis. Table 19 presents a summary of within school correlations
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Table 19
Summary o f  Pearson Product-Moment Correlations and 
Descriptive Statistics for the IPOE and Selected  PLEI 
and TSO EA Subscales for Comparison Schools
School na
Correlation
Coefficient M  SD M SD
IPOE/OPLD IPOE OPLD
School A 19 .85** 26.7  6.3 20.9  4 .6
S c h o o lB 15 .51* 23.5  4.6 17.0 6.7
S c h o o lC 1 2 - .1 1 34.2  4.6 25.7 4 .4
IPOE/TAR IPOE TAR
S c h o o lD 1 0 .87** 31.7  4.3 28.2  5.7
S c h o o lE 16 .55* 28.1 4.8 25.1 4.9
S c h o o lF 2 0 . 1 2 32 .4  4.5 23.5 4 .4
IPOE/TPOE IPOE TPOE
S c h o o lD 1 0 .81** 31.7  4.3 33.7 4.7
S ch o o lG 27 .49* 23.6  6.9 28.6 6 . 2
School H 24 .14 29.1 5.7 31.0  7.3
number o f  teachers 
* p<.05
** p< . 0 1
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and descriptive statistics for selected comparison schools for each of the selected 
independent and dependent variable relationships. Results for these sample schools are 
representative of the range and direction in magnitude of relationships among various 
independent and dependent variables. The descriptive statistics for the various schools 
shown in the table are relatively comparable from one school to the next.
The results shown in Table 19 indicate considerable variations in relationships 
among key study variables within selected schools in the sample that depart from the 
reported relationships between these same variables using school means as the units of 
analysis (see Table 14). Correlation coefficients for the OPLD/IPOE relationship 
within schools ranged from -. 11 (p >  .05) to .85 (p < .01). The TAR/BPOE correlations 
ranged from .12 (p>.05) to .87 (p<.01). Correlations between the TPOE/EPOE 
ranged from .14 (p>  .05) to .81 (p< .01). A summary of relationships between these 
variables for the complete sample of 40 schools is included in Table E.1 in Appendix 
E. The extreme variations among these correlations computed within each school using 
individual teachers as the units of analysis speak the concerns about the possible 
contribution of common method variance to the spuriousness of correlations previously 
reported using school means as the units of analysis. The results shown in Table 19 
and further shown in Table E .l in Appendix E, while not definitive, suggest that 
covariation among these variables is not systematically due to common teacher self 
reports for the measures used.
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Supplemental Research Questions and Analyses 
In addition to the primary analyses, a variety of supplemental analyses were 
completed as various additional research questions emerged from the results of primary 
data analyses completed in the study. Results of these analyses are presented below 
relative to a series of six supplemental research questions.
Supplemental Research Question 1: What is the nature of the empirically-derived 
constructs measured by the modified Receptivity to Change Inventory?
The Receptivity to Change Inventory (RCI) (Crisafulli, 1982; Hennigar, 1979) 
had been developed for use in assessing attitudes of middle management administrators 
and extended to assess teacher perceptions of the extent to which they would be willing 
to support suggestions for change in their schools. The original form of the RCI 
consisted of 49 items. Item content was updated and somewhat modified by Chauvin 
(1992). Results of factor analyses conducted in the Chauvin (1992) study provided a 
basis for conceptualization of teacher receptivity to change as a two dimensional 
construct consisting of receptivity to superficial/behavioral change (SBC) and 
cultural/normative change (CNC). Results of factor analyses (as previously discussed) 
using teacher data in this study on a modified version of the RCI drawn from Chauvin’s 
adaptation of the instrument provided some support for this two dimensional construct 
of receptivity.
Supplemental Question 2: Are bivariate relationships between subscales of the PLEI, 
IPOE, RCI and the IPOE statistically independent of school size?
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A series of partial correlation analyses was conducted to address this research 
question. Partial correlation coefficients were computed, using teacher school means 
for the subsample of 40 schools, between subscales of the PLEI, TSOEA, RCI and 
IPOE scores, statistically controlling for the effects of school size. Table 20 provides 
a summary of Pearson (bivariate) and partial correlation coefficients for comparison 
analyses. Results indicated that statistically controlling for the effects of school size did 
little to alter the primary relationship of the PLEI, TSOEA, RCI subscales and IPOE 
scores. The most notable difference was for the PLEI subscale Teacher/Administrator 
Relations (r=.57; rp=.49). The decrease in the strength of this relationship might be 
expected given the nature of large schools and resulting inability of administrators to 
frequently interact with teachers. However, controlling for the effects of school size 
generally did little to significantly alter the relationship between teacher perceptions of 
the school professional learning environment, teacher self and organizational efficacy 
and receptivity to change and perceptions of school organizational effectiveness. Thus, 
relationships between variables established in this study using school means as the units 
of analysis seem reasonably independent of school size.
Supplemental Question 3: Are bivariate relationships between subscales of the PLEI, 
IPOE, RCI and the school effectiveness indices statistically independent of school SES?
A series of partial correlation analyses was conducted to address this research 
question. Using teacher school means for the subsample of 40 schools, partial 
correlations were computed between subscales of the PLEI, TSOEA, RCI and school
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Table 20
Summary o f  Partial Correlations Within Schools 
Betw een PLEI, TSOEA and RCI Subscales and Student 
Achievem ent, Student Attendance and SES  
after controlling for School Size
Instrument/Subscale
Student 
A chievem ent3 
Reading Math
SA D A b SESC
PLEI
OPLD .19 .14 .09 -.13
TAR -.08 . 0 0 . 2 2 .15
BEV .19 .18 .08 -.04
TA . 2 1 .07 . 1 0 -.19
TSOEA
TPSE .08 .15 .11 .08
TPOE .16 . 2 0 . 2 0 . 0 0
CPE .19 .29* .19 - .1 1
RCI
SBC -.30* -.26 -.17 .2 1
CNC -.39** -.37* - . 2 2 .32*
a NCE Scores on the Stanford A chievem ent Test Reading and Math Batteries 
b Percentage o f  average daily attendance 
c Percentage o f students on free and reduced lunch programs
* p<.05
** p< . 0 1
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effectiveness indices of student achievement in reading (SACHR) and math (SACHM) 
and student attendance (SADA), statistically controlling for the effects of school SES.
Results indicated that statistically controlling for the effects of school SES did 
little to alter the primary relationship of the PLEI, TSOEA, RCI subscales and student 
achievement in reading and math. Relationships between PLEI, TSOEA, and RCI 
instrument subscales and the student attendance index (SADA) were not significantly 
altered by controlling for the effects of school SES.
Thus, controlling for the effects of school SES generally did little to significantly 
alter the relationship between teacher perceptions of the school professional learning 
environment, teacher self and organizational efficacy and receptivity to change and the 
school effectiveness indices of student achievement and student attendance, and student 
socioeconomic status. Generally, the relationships between instrument subscale 
measures and school effectiveness indices in this study using school means as the units 
of analysis can be considered reasonably independent of school SES.
Supplemental Question 4: Is there a significant multivariate relationship between the 
learning environment and efficacy variables and receptivity to change?
To explore this research question, a canonical correlational analysis was 
completed using the PLEI and the TSOEA subscales as an independent variable set and 
a dependent variable set composed of subscales of the RCI (SBC and CNC). Results 
of this analysis produced one significant multivariate relationship between the two 
variable sets (R ^ .7 8 ,  pC.001). The canonical variate for the PLEI and TSOEA 
subscales in this analysis was largely defined by the PLEI TAR (r=.78) and the
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TSOEA TPSE (r=.69) subscales. SBC (r=.99) was the main contributor to the 
canonical variate of the receptivity to change variable set. Results of correlations of 
each variable with the canonical variate of the opposite variable set. These results 
showed that the canonical correlation between the variable sets (Rci= .78, p <  .001) was 
primarily accounted for by the contributions of the PLEI subscale TAR (r=.61) and the 
TSOEA subscale TPSE (r=.87), and the RCI SBC (r=.78) subscale.
Supplemental Research Question 5: Are there significant, bivariate intercorrelations 
among subscales of the independent variable measures in this study?
Table 21 presents a summary of the intercorrelations among subscales of each 
of the independent variable measures used in the study for the subsample of 40 schools 
with a response rate of 50% of the teachers sampled in each school. Pearson product 
moment correlations among the various instrument subscales ranged from -.03 to .92.
The intercorrelations between the PLEI and TSOEA subscales were positive in 
direction, rather strong in magnitude and statistically significant for three PLEI 
subscales (OPLD,TAR, and BEV) and two TSOEA subscales (TPSE and TPOE). 
Intercorrelations among these subscales ranged from .35 (p< .05) (OPLD/CPE) to .90 
(pc .O l) (BEV/TPOE). Intercorrelations between the PLEI Teacher Autonomy (TA) 
subscale and the TSOEA subscales were rather low in magnitude and statistically non­
significant with the exception of the TA/TPOE relationship which was positive in 
direction and rather moderate in magnitude (r=.33, p <  .05).
Intercorrelations between the RCI, PLEI, and TSOEA subscales ranged from a 
low of -.03 (p>.05) (TA/CNC) to a high of .59 (p<.01) (TAR/SBC). Statistically
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Table 21
Summary o f  Intercorrelations A m ong PLEI, 
TSO EA, and RCI Subscales for Schools (n=40)
Instrument
Subscales OPLD
PLEI 
TAR BEV TA TPSE
TSOEA 
TPOE CPE
RCI 
SBC CNC
OPLD
TAR .74**
BEV .76** .71**
TA .50** .36* .35*
TPSE .78** .80** .88** .28
TPOE .74** .74** .90** .34* 92**
CPE .35* .48** .46** .06 .50** .52**
SBC .45** .59** .38* .13 .53** .32* .35*
CNC .23 .20 .04 -.03 .18 .00 .08 .55**
* p<.05
** p< . 0 1
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significant correlations between the RCI SBC subscale and the PLEI and TSOEA 
subscales were positive in direction and moderate in magnitude, ranging from 
SBC/TPOE, .32 (p<.05) to SBC/TAR, .59, (p,.05). However, none of the RCI 
CNC/PLEI and RCI CNC/TSOEA correlations were statistically significant. 
Supplemental Question 6: To what extent does the general relationship established 
between selected learning environment and efficacy variables using school means as the 
units of analysis vary within sample schools using individual teachers as the units of 
analysis?
To explore this research question, Pearson product moment correlations were 
computed between the PLEI BEV subscale and the TSOEA TPOE subscale within each 
of the 40 subsample schools using teachers as the units of analysis. The BEV/TPOE 
subscales were selected because the relationships between these PLEI and TSOEA 
subscales were stronger than those among the other PLEI and TSOEA subscales 
(r=.90, p< .01) (Table 14).
Table 22 displays BEV/TPOE correlations and descriptive statistics for six 
sample schools computed using individual teachers within each school as the units of 
analysis. The descriptive statistics are roughly comparable among these schools. 
However, the correlations are considerably varied in magnitude and direction and range 
from -.22 (p> .05) to .81 (p< .01). A complete summary of BEV/TPOE correlations 
for each of the 40 sample schools can be found in Table E.2 in Appendix E .
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
178
Table 22
Summary o f  Descriptive Statistics and W ithin School Correlations 
for the BEV  Subscale (PLEI) and the TPOE Subscale (TSOEA) for 
Selected Comparison Schools
BEV TPOE
Comparison Schools r M SD  M  SD
School I .81** 18.0 3.1 2 9 .0 8.8
S ch o o lJ 69** 16.0 4.3 28 .6 4.4
S ch o o lK .53* 17.5 4.1 30.1 5.0
School L .27 20.0 2.8 36.2 4.1
School M .14 21.5 3.6 34.2 7.6
School N -.02 21.8 2.7 34.7 5.0
* p<.05
** p<.01
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Summary
Chapter 4 presents a summary of the results of data analyses conducted in this 
study. Descriptive summaries for the study sample for demographic and study variables 
and for characteristics of the original sample of schools are provided. Results of 
extensive factor analyses are presented for the PLEI and TSOEA instruments developed 
for use in this study. Summaries of reliability analyses for all measures and 
intercorrelations of instrument subscales are reported. A summary of results relative to 
each of nine primary, and six supplemental research questions is provided.
Chapter 5 presents a summary of major findings of the study and implications 
for future research, theory development, and practice are discussed.
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CHAPTER 5: CONCLUSIONS, DISCUSSION, IMPLICATIONS 
This chapter presents a summary of major findings and implications of the 
study. Included is a brief overview of the study, a summary of findings and 
conclusions, and a detailed discussion. The discussion focuses on methodological, 
theoretical and practical implications of the findings and suggestions for future research.
Overview of the Study 
This study was designed as an exploration of relationships among a set of 
school-level organizational/environmental and personal variables and multiple indices 
of school effectiveness. A model was initially developed for the study that served to 
organize and conceptualize linkages among school learning environment characteristics, 
teacher self and organizational efficacies, teacher receptivity to change, and multiple 
indices of school effectiveness. The study was designed in response to the emerging 
literatures derived from the study of schools as organizations and school change and 
effectiveness. It is considered a conceptual and empirical extension of a variety of 
recent investigations that have attempted to establish linkages between characteristics 
of schools as complex organizations and social systems, and multiple organizational and 
school effectiveness variables (Chauvin, 1992; Claudet, 1993; Ellett, Claudet, Loup, 
Chauvin, Johnson, & Logan, 1994; Johnson, 1991; Logan, 1991). Of particular 
interest in the study was the extent to which organizational level professional learning 
environment variables in schools can be linked to multiple indices of school 
effectiveness through the mediating influences of the personal variables of teacher self 
efficacy and teacher receptivity to change. Of additional interest was the extent to
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which the efficacy construct might be understood as an organizational level variable and 
how subsequent links to multiple indices of school effectiveness might be established.
The initial conceptual development of the Model of School Change and 
Effectiveness (MSCE) (Chapter 1; Figure 1) assumed that adult learning, though a 
highly individual process, occurs within a larger environment which consists of an 
individual’s construction and interpretation of factors external to the self (Kelly, 1955; 
Lewin, 1947). In addition, learning in organizational settings is considered to be 
mediated by a host of personal construct variables such as self efficacy (Bandura, 
1977). Thus, learning in complex organizations such as schools emanates from a 
complex set of interactions between characteristics of individuals, and factors, events 
and conditions in the school social, professional and work environments. From this 
conceptual perspective, school-related learning for adults is a contingent social process 
that must be understood as the result of interactions between individuals and the social 
contexts (i.e., organizational norms, beliefs, values, etc.) in which they function.
As developed for this study, the Model of School Change and Effectiveness 
(MSCE) also assumed: 1) that professional learning environment characteristics of 
schools are important elements of productive school change and effectiveness; and 2) 
that these linkages are mediated by a variety of characteristics of organizational 
members including self and organizational efficacies, and normative/cultural factors in 
schools such as those framing personal receptivity to change. Studies related to 
cultural/normative values and beliefs in schools and subsequent effects on school change 
processes have collectively posited that change efforts which are in conflict with
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cultural norms and beliefs in schools foster organizational resistance, which 
subsequently decreases the likelihood that organizational goals will be accomplished 
(Corbett, et al., 1987; Deal, 1990; Rossman, et al., 1988; Waugh & Punch, 1985). 
In addition, and pertinent to linkages among variables explored in this study, Fuller, 
Wild, Rappaport, & Dombusch (1982) have suggested that understanding the 
relationship between teacher perceptions of individual and organizational efficacy and 
receptivity to change is crucial to understanding and interpreting school change 
processes and school effectiveness.
The MSCE focuses on the adult community of learners in schools and depicts 
primary linkages among opportunity, structural and cultural elements of the professional 
learning environment of schools and global factors defining the effectiveness of the 
school as an organization. These primary linkages are thought to be mediated by 
interactions with self and organizational member personal motivational/attitudinal 
variables such as efficacy and receptivity to change. Secondary, and less direct 
linkages in the MSCE are considered probable between professional learning 
environment characteristics, self and organizational efficacy, receptivity to change and 
school productivity (student learning and achievement) and school holding power 
(student attendance) variables. Relationships among variables depicted in the initial 
MSCE (Chapter 1; Figure 1) are considered highly interactive and reciprocal in terms 
of cause and effect relations. Thus, interactions among these variables characterize the 
particular ebb and flow of professional learning, school change and school effectiveness 
relations in schools.
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In order to examine linkages among variables in the MSCE in this study, it was 
first necessary to develop measures of the professional learning environment of schools 
and individual and organizational-level assessments of efficacy as well. A review of 
the existing measurement literatures failed to identify any useful measures of the 
professional learning environment characteristics of schools, though elements of this 
construct were evident in instruments previously designed to assess other school 
organizational variables containing elements of professional learning (e.g., Logan, 
1991; Claudet, 1993), and the class-level learning environment literatures are replete 
with instruments designed to measure psychosocial elements of the learning environment 
from the student perspective (Fraser & Walberg, 1991). In addition, though the 
construct of personal efficacy has been discussed in the psychology of personality and 
learning literatures, and in the literatures pertaining to understanding teaching, schools 
and school change, no instruments were found that were considered useful in the study 
of teacher efficacy from an organizational effectiveness viewpoint. This viewpoint 
focuses upon teacher self and organizational member efficacy related to accomplishing 
school organizational goals such as: 1) increasing parental involvement; 2) enhancing 
students’ learning; 3) establishing/communicating a vision of what the school ought to 
accomplish; and 4) establishing and maintaining quality teacher/administrator 
relationships. Therefore, an important activity in this study was the development of 
original, psychometrically sound instrumentation to measure these important school- 
related constructs reflected in the initial MSCE.
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A set of nine primary research questions derived from components of the MSCE 
was used to guide instrument development and data analyses in this study. In addition, 
a set of supplemental research questions that emerged from the primary data analysis 
results was explored. By way of summary, these questions centered on: 1) the 
empirically-derived structure of the professional learning environment and efficacy 
measures developed for the study; 2) the criterion-related validity and reliability 
characteristics of these measures; 3) bivariate and multivariate linkages and 
relationships among variables in the MSCE; 4) unit of analysis and common method 
variance concerns; and 5) generalizability of relationships among variables in the MSCE 
across important school demographic characteristics (e.g., school size and 
socioeconomic status).
The study was completed in a large school district in the southeastern United 
States comprised of predominantly urban/suburban schools representative of all six 
geographical regions in the school district. Usable data for measures of school 
professional learning environment characteristics, teacher self and organizational 
efficacy, teacher receptivity to change, and school organizational effectiveness were 
collected in the spring of 1993 from a sample of 1041 teachers representing 53 schools. 
Student achievement and attendance data for these schools were made available by the 
district through school-level data profiles.
The sections that follow provide a summary of major findings and conclusions 
from research and development activities completed in the study.
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Major Findings and Conclusions 
Development. Validation and Reliability of the Professional Learning 
Environment InventoryfPLED and the Teacher Self and Organizational 
Efficacy Assessment (TSOEA)
One primary focus of the study was original instrument development. Two 
instruments were developed to measure components of the MSCE and to explore 
linkages between these components and the multiple school effectiveness indices: 1) 
The Professional Learning Environment Inventory (PLEI); and 2) The Teacher Self and 
Organizational Efficacy Assessment (TSOEA). The nature of each of these instruments 
is briefly described below followed by a listing of major research findings and 
conclusions.
Professional Learning Environment Inventory (PLED
The version of the Professional Learning Environment Inventory (PLEI) used 
in this study was developed as a self-report measure of school organizational, 
structural/communicative and cultural elements, and learning opportunities/activities for 
adults in the school professional learning environment. Instrument content was 
grounded in previous conceptions of school organizational environments related to 
coupling structure (Logan, 1990), organizational supervisory climate (Claudet, 1993), 
and psychosocial elements of school environments (Fraser, 1979; Rentoul & Fraser, 
1983). The PLEI was designed to further expand these initial conceptualizations of 
school environments to include elements of adult professional learning that occur 
through various opportunities for professional involvement, administrator/teacher
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interactions, and cultural elements that merge in an interactive school environment. 
Elements of the school professional learning environment depicted in the Model of 
School Change and Effectiveness (MSCE) (Chapter 1; Figure 1) were used to guide 
instrument development. The PLEI items were initially developed upon consultation 
with a selected group of teachers, administrators, and college faculty and were 
subsequently reviewed by each group for clarity, applicability to school learning 
environments, and measurement concerns.
Based upon the results of a variety of extensive analyses completed using the 
PLEI data, the following major findings and conclusions were realized.
1. School-based experts can arrive at high levels of agreement about indicators 
of characteristics of professional learning environments in schools. This finding 
supports the content validity of items of the PLEI as indicators of dimensions of school 
professional learning environments, and it suggests that the construct of professional 
learning in schools is interpretable and understandable by educators.
2. The PLEI measures four distinct within school dimensions of the professional 
learning environment in schools; Opportunities for Professional Learning and 
Development (OPLD), Teacher/Administrator Relations (TAR), Beliefs/Values and 
Expectations (BEV), and Teacher Autonomy (TA). Each of these PLEI dimensions 
operationalizes subelements of a larger professional learning environment construct; and 
each reflects more traditional school organizational, structural and cultural concerns. 
District-level elements to support teacher professional learning in schools did not attain 
in the analyses.
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3. The professional learning environment in schools is a multi-dimensional 
construct which is more complex than originally posited in the MSCE. For example: 
the structural elements dimension of the MSCE appears to consist of two subelements, 
one relating to teacher/administrator relations and roles, and the other to elements of 
teacher autonomy. The cultural dimension, originally posited as a conceptual thread 
which infuses other elements of the school learning environment, was empirically 
defined as a separate dimension on the PLEI measure.
4. Subscales of the PLEI demonstrate criterion-related validity with the global 
measure of school organizational effectiveness (IPOE) used in this study. Subscales of 
the PLEI have their strongest, primary relationships and criterion-related validities with 
school organizational effectiveness. Significant relationships between the PLEI and the 
student outcome indices of achievement and attendance were infrequent and rather weak 
in magnitude. Thus, understanding elements of school professional learning 
environments measured by the PLEI, as they relate to school organizational outcomes, 
rather than to more narrow student-related outcomes (such as indices of student 
productivity or holding power), seems to be a more viable and comprehensive way of 
interpreting professional learning and change processes in schools.
5. The PLEI subscales exhibit reasonably high internal consistency reliability. 
The stability of PLEI scores over time, though generally supportive of the reliability 
of the PLEI subscales, is somewhat unclear given the findings in this study. The 
results reported here suggest that some professional learning environment characteristics 
(e.g., Teacher/Administrator Relations) may be more stable over time and less
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susceptible to school-related effects than others (e.g., Opportunities for Professional 
Learning). Considered collectively, the results of PLEI reliability studies reported here 
suggest that items related to the PLEI subscales, when used in teacher self report 
measures, are a dependable means of measuring variability among characteristics of the 
professional learning environment of schools.
The Teacher Self and Organizational Efficacy Assessment (TSOEA1
A second instrument was developed in this study to operationalize the efficacy 
construct in terms of teacher perceptions of self and organizational efficacy related to 
the attainment of broad, general school goals. Most conceptions of efficacy and 
instruments developed for use in schools for assessing teacher efficacy have focused on 
teacher feelings about their own abilities (personal efficacy), or the abilities of a person 
holding a teaching position (teaching efficacy) to cope with a range of situations (e.g., 
classroom management or curriculum issues, facilitating student achievement, etc.) 
(Ashton, Olejnik, Crocker, & McAuliffe, 1982; Emmer & Hickman, 1991; Gibson & 
Dembo, 1984). Personal and teaching efficacies in schools have been viewed as rather 
situationally specific constructs, consistent with elements of Bandura’s (1977) theory 
of self efficacy. However, specific, classroom teaching situations and associated 
situational efficacies may not be generalizable to more global school goals/concerns that 
are trans- situational, nor to school organizational level efficacy constructs. Therefore, 
in this study, efficacy constructs were measured at the individual teacher and 
organizational member (collective teacher) levels. The efficacy measurement focus in 
this study was designed to reflect motivational elements of efficacy (initial and
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continuing effort and persistence, and persistence in view of repeated failures) 
pertaining to the accomplishment of broadly defined school goals, rather than to specific 
teaching situations. Such a focus has not been frequently found in the literature on 
efficacy, particularly as it has been conceptualized in studies of schools.
Elements of teacher and organizational efficacy depicted in the MSCE (Chapter 
1; Figure 1) were used to guide instrument development. Instrument items were 
initially developed upon consultation with a selected group of teachers, administrators, 
and college faculty and were subsequently reviewed by each group for clarity, 
applicability to school contexts, and measurement concerns.
Based on the results of a variety of extensive analyses completed using the 
TSOEA data, the following major findings and conclusions were realized.
1. School-based experts can arrive at high levels of agreement about indicators 
of elements of teacher self and organizational efficacy in schools. This finding supports 
the content validity of items of the TSOEA as indicators of dimensions of self and 
school organizational efficacy. The fact that such agreement is possible, suggests that 
educators can understand the meaning of teacher self efficacy and teacher collective 
(organizational) efficacy as well.
2. The TSOEA measures two conceptual dimensions of efficacy in schools; 
teacher self efficacy, and teacher organizational (collective) efficacy. These two 
efficacy constructs, in turn, interact with efficacy behavioral persistence and motivation 
concerns yielding three empirically demonstrable efficacy variables in schools: 1) 
Teacher Self Efficacy (TPSE) as it pertains to initial efforts/motivation to accomplish
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school goals and motivational persistence to overcome temporary barriers/obstacle in 
schools; 2) Teacher Organizational Efficacy (TPOE) as it pertains to all teachers’ initial 
efforts/motivation to accomplish school goals and motivational persistence to overcome 
temporary barriers/obstacles in schools; and 3) Collective (Teacher Self and Teacher 
Organizational) Perceptions of Efficacy (CPE). Therefore, the efficacy construct can 
be both conceptualized and empirically verified at the individual teacher (self/personal 
or Me) level or the teacher organizational (all other teachers in a school or Thee) level. 
However, these two levels merge to define a third We efficacy perspective when 
efficacy motivation is judged in view of teacher responses to repeated failures to 
accomplish school goals.
The efficacy construct in schools is a multi-dimensional construct which is more 
complex than originally posited in the MSCE and in current literatures describing 
efficacy constructs. For example, teachers seem to view their own self efficacy and 
efficacy of other teachers differently when considering general effort and persistence 
toward accomplishment of organizational goals. However, and perhaps quite 
importantly, when faced with failure to accomplish school goals, teachers seemed to 
merge conceptions of their own, self efficacy with the efficacy of other organizational 
members, creating a third perspective of a collective sense of efficacy of the self and 
others only in response to failure.
3. Subscales of the TSOEA demonstrate criterion-related validities with the 
global measure of school organizational effectiveness (IPOE) used in this study. Some 
relationships were also found between the cultural dimension (Beliefs/Values and
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
191
Expectations! of the PLEI and the TSOEA organizational dimension (Teacher 
Perceptions of Organizational Efficacy!. Subscales of the TSOEA have their strongest, 
primary relationships and measurement validity with school organizational effectiveness 
as measured by the Index of Perceived Organizational Effectiveness (IPOE). Only a 
few, relatively weak relationships were found to exist between the TSOEA and the 
student outcome (effectiveness) indices of achievement and attendance.
4. The TSOEA subscales exhibit rather strong internal consistency reliability. 
The stability of TSOEA scores over time, though generally supportive of the reliability 
of the TSOEA subscales, is somewhat unclear given the findings in this study. The 
results reported here suggest that some teacher self and organizational efficacy 
characteristics (e.g., Teacher Perceptions of Self Efficacy and Organizational Efficacy) 
may be more stable over time and less susceptible to school-related effects than others 
(e.g., Collective Perceptions of Efficacy). Considered collectively, the results of 
TSOEA reliability studies reported here suggest that items related to the TSOEA 
subscales, when used in teacher self report measures, are a dependable means of 
measuring variability among characteristics of teacher self and organizational efficacy 
in schools. These subscales, when used in teacher self report measures, are a viable 
means of measuring variability among schools relative to characteristics of teacher self 
and organizational efficacy.
Results of Bivariate and Multivariate Analyses
A second focus of the study was on empirical examinations of the linkages 
among variables as posited in the original MSCE. A series of bivariate and
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multivariate analyses was completed among study variables using school means as the 
units of analysis. Major results and conclusions of these analyses are summarized in 
the sections that follow.
Bivariate Analyses
Considering the PLEI subscales and TSOEA subscales and school effectiveness 
indices collectively, results of correlational analyses indicated that these subscales were 
more strongly related to the organizational effectiveness index (IPOE) used in this study 
than to the student productivity (achievement) and holding power (attendance) indices. 
Thus, it seems that variables comprising the professional learning environment of 
schools and teacher self, organizational and collective efficacies are important elements 
of school organizational effectiveness.
Among various school organizational elements supporting the professional 
learning of teachers, those associated with cultural beliefs, norms, values and 
expectations show the strongest, positive linkages to the organizational effectiveness of 
schools. The next strongest linkages to organizational effectiveness are professional 
learning environment variables operationalizing opportunities for teachers’ professional 
learning and development. These findings suggest that organizationally effective 
schools are grounded in, and may be defined by, cultural characteristics and 
opportunities for participation in activities that support the professional learning of 
teachers.
Teachers’ perceptions of their own self efficacy and of other teachers’ efficacy 
levels demonstrated rather strong, positive linkages to school organizational
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
19 3
effectiveness as well. To a lesser extent, a collective perception of teacher efficacy 
(We), was also positively related to school organizational effectiveness. Thus, teacher 
personal and collective efficacy motivations appear to be important elements that 
enhance the overall organizational effectiveness of schools.
Relationships between receptivity to change variables, as measured by the 
modified Receptivity to Change Inventory (RCI), and the school effectiveness indices 
showed that these variables were not statistically linked to school organizational 
effectiveness. In addition, cultural/normative and superficial/behavioral elements of 
receptivity to change were rather weakly linked to the student-related variables of 
achievement and attendance. These findings suggest that teacher receptivity to change 
alone, without subsequent, meaningful commitment to change, may not enhance the 
efficiency, adaptability, flexibility, and quantity/quality of the product(s) of school 
organizations. Levels of receptivity to superficial/behavioral change measured in this 
study were, however, positively related to all but one of the PLEI and TSOEA 
variables (the exception being PLEI Teacher Autonomy), with moderate to moderately 
strong magnitude.
Considered in toto, the bivariate correlational findings in this study linking 
elements of the professional learning environment, teacher self and organizational 
efficacy, receptivity to change and school effectiveness suggest that receptivity to 
proposed superficial/behavior changes in schools coexists with active teacher 
professional learning environments and cultures supportive of professional learning in 
which teachers possess positive efficacy levels. However, receptivity to change alone,
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does not appear to be an important element of school effectiveness and does not ap[pear 
to mediate linkages between school effectiveness and professional learning environment 
and efficacy variables.
Multivariate Analyses
A series of multivariate analyses was completed in this study to examine 
linkages among various sets of independent variables and the school effectiveness 
variables in the MSCE using school means as the units of analysis. These analyses 
were completed to examine additional complexities in relationship^ among variables 
that might not be forthcoming from the simpler, bivariate analyses. These analyses 
included standard multiple regressions, canonical variate analyses and partial correlation 
analyses.
Results of the various regression analyses indicated that a large portion of the 
variance in school organizational effectiveness as measured by the IPOE, was accounted 
for by the PLEI Beliefs/Values and Expectations (BEV) subscale. In combination, the 
PLEI subscales showed little incremental accounting for variation in organizational 
effectiveness levels among schools. In addition, when considered in combination, these 
learning environment variables showed no statistically significant linkages to the 
student-related variables of achievement and attendance. When combined as an 
independent variable set with subscales of the TSOEA, the PLEI BEV subscale was the 
only significant correlate of the IPOE. Again, the combination of TSOEA and PLEI 
independent variables, when entered into regressions with student achievement and 
attendance, identified no statistically significant findings. Entering the tow RCI
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subscales into these regression models resulted in no interpretable or meaningful 
relationships.
When contrasted with the results of bivariate analyses described above, the 
results of the various multiple regression analyses showed that the cultural/normative 
elements in schools that support teachers’ professional learning, appear to be the most 
important professional learning environment characteristic linked to school 
organizational effectiveness. Combinations of professional learning, receptivity to 
change and teacher self and organizational efficacy variables did little to alter this 
general finding.
A variety of canonical correlation analyses were completed in which the three 
school effectiveness variables were used as one variable set and various combinations 
of the PLEI, TSOEA and RCI subscales were used as a second variable set. For the 
school effectiveness/PLEI analysis, a first, strong canonical correlation (Rc=.89) 
verified a multivariate relationship between cultural/normative and opportunity to learn 
characteristics of the school professional learning environment and a school 
effectiveness variable strongly defined by elements of organizational effectiveness. For 
this analysis design, a second significant (R^=.58), multivariate relationship was 
established that linked the professional learning environment variable of 
teacher/administrator relations to a student-related effectiveness variable comprised of 
student reading achievement and attendance, measure.
When the PLEI and TSOEA variables were entered into a canonical correlation 
analysis as one variable set with the three school effectiveness variables as a second
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variable set, a single, strong multivariate relationship was evident (R,.=.86). 
Interestingly, and importantly given the conceptual framework guiding this study 
(MSCE), this single multivariate relationship was accounted for by cultural/normative 
elements of the professional learning environment for teachers and teacher self and 
teacher organizational efficacies, and the index of school organizational effectiveness 
(IPOE). These findings suggest that elements of the professional learning environment 
and teacher efficacy in schools are linked in combination to school organizational 
effectiveness, but not to student-related outcomes.
A series of partial correlation analyses were completed statistically controlling 
for the effects of school size and school socioeconomic variables. Additionally, partial 
correlations were computed between the PLEI subscales and the IPOE statistically 
controlling for the effects of the TSOEA and RCI subscales. Results of these analyses 
showed little or no effects when controlling for the school size and socioeconomic 
variables. This result leads to the primary conclusion that linkages between 
professional learning environment characteristics and school organizational effectiveness 
are generalizable across these much studies school demographic variables.
When teacher efficacy effects were statistically controlled and professional 
learning environment and school organizational effectiveness relations were examined, 
a variety of interesting results emerged. For example, efficacy effects varied from one 
PLEI/IPOE variable relationship to the next, and varied by efficacy type (i.e., teacher 
self, teacher organizational, and collective efficacies). When considering the effects of 
efficacy types (Me, Thee and We) teachers’ collective efficacy had the least effects on
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reducing the PLEI/IPOE bivariate relationships. The effects of teacher self and teacher 
organizational efficacy were repeatedly the strongest elements of efficacy in reducing 
linkages between cultural/normative and opportunity factors supporting professional 
learning and school organizational effectiveness. Partial correlations between the PLEI 
and the TSOEA variables and the three school effectiveness variables yielded no 
statistically significant findings.
Considered collectively, the results of various bivariate and multivariate 
statistical analyses completed in this study using school means as the units of analysis 
depict an interesting, and complex interplay between the various independent and 
dependent variables originally explicated in the Model of School Change and 
Effectiveness (MSCE). The results show that variations among schools in different 
definitions of effectiveness can best be explained by cultural/normative and opportunity 
elements of the professional learning environment, teacher self and organizational 
efficacies and their linkages to school organizational effectiveness, rather than to more 
traditionally explored student-related effectiveness variables.
Units of Analysis
Review of within school correlations between the various independent and 
dependent variable subscales revealed considerable variations in relationships among 
key study variables within schools in the sample that departed from the relationships 
observed between the same variables using school means as the units of analysis. For 
example, general relationships between the PLEI OPLD subscale and the IPOE for 
schools was r= .65  (pC.Ol), while this same relationship upon inspection of within
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school correlations varied from r = - . l l  (p>.05) to r= .85 (p<.01). These results 
suggest that comparisons made using schools as the units of analysis may mask a 
considerable number of important differences within schools. These unit of analysis 
findings replicate findings from a series of recent studies on school 
organizational/environmental level/effectiveness variables (Chauvin, 1992; Claudet, 
1993; Johnson, 1991; Logan, 1990) and they have both methodological and theoretical 
implications as discussed below.
Discussion and Implications 
This study was designed to explore initial relationships among a set of school 
organizational/environmental and teacher personal variables and multiple indices of 
school effectiveness. The study was grounded in four pertinent bodies of theory and 
research-based literature: 1) school effectiveness; 2) the study of school learning
environments; 3) personal and organizational efficacy pertaining to adult learning; and 
4) studies of school change. These variables were initially integrated into a conceptual 
framework (the Model of School Change and Effectiveness! (MSCE) (Figure 1; Chapter
1) that served to organize the study variables and to derive a set of primary and 
supplemental research questions to be investigated in the study. Exploring linkages 
among variables in the study was considered important to the further explication of the 
MSCE as a framework for understanding school change, schools as complex 
organizations in which adult learning reflecting professional values, norms and 
expectations occurs, and school change and effectiveness.
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The major findings and conclusions from this study described above suggest a 
four-part discussion that includes concerns for: 1) the original instruments developed 
for the study (PLEI and TSOEA) and the modified form of the RCI; 2) conceptual and 
theoretical concerns relative to the MSCE developed to guide the study; 3) 
methodological and research design issues pertinent to the study of school effectiveness 
and schools as organizations; and 4) implications for research, theory development and 
practice. The section that follows addresses these concerns.
Instrumentation
An initial activity in the study related to the development of original measures 
of two variables in the MSCE: 1) characteristics of the school professional learning 
environment; and 2) teacher self and organizational efficacy. Original teacher self- 
report measures for these variables were developed and construct validated. In 
addition, examinations of instrument reliabilities were completed. Results of the 
analyses shed considerable light on the nature of subelements of the professional 
learning environment in schools and the nature of the human efficacy construct as it 
applies to teacher motivation and goal-related activity in schools.
The Professional Learning Environment Inventory (PLEI) developed for the 
study operationalizes four important subconstructs of teachers’ perceptions of 
characteristics of professional learning elements in schools: 1) Opportunities for
Professional Learning and Development (OPLD); 2) Teacher/Administrator Relations 
(TAR); 3) Beliefs/Expectations and Values (BEV); and 4) Teacher Autonomy (TA). 
This new instrument is partially derived from prior work (Claudet, 1993; Logan, 1990)
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to develop measures of school learning environment/climate and school organizational 
coupling characteristics. However, it has a much broader focus on a construct of adult 
learning in schools that is grounded in concerns for professional learning, rather than 
other kinds of learning. Thus, a major assumption upon which the PLEI was 
constructed is that schools represent active, professional learning environments for 
teachers and that such environments can be described in terms of school organizational 
elements which support and enhance professional learning.
Content and criterion-related validity analyses and examinations of the PLEI’s 
empirical structure using factor analyses, collectively supported the construct validity 
of this new instrument. The four PLEI dimensions identified and validated measure 
four separate school organizational elements that collectively support and enhance 
professional learning for teachers in schools. These include: 1) both formal and 
informal activities/opportunities for learning such as professional conversations among 
organizational members, staff meetings focusing open discussion of teaching and 
learning effectiveness, etc.; 2) the quality of professional interactions and relationships 
among teachers and administrators; 3) cultural norms, beliefs, expectations and values 
centered on teachers’ continuing professional development and expectations for student 
learning; and 4) concern for teacher personal autonomy as it pertains to making 
professional decisions about teaching and learning activities. Though these four 
organizational elements are empirically verifiable, they are considered to operationalize 
a more global construct of a professional learning environment in schools. This more 
global construct, as shown in this study, shows rather strong, primary linkages to
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
201
school organizational effectiveness rather than to student-related outcomes.
Past attempts to develop instruments to measure learning environment 
characteristics have largely focused on class level procedures and psychosocial variables 
viewed from students’ collective perspectives (Fraser & Walberg, 1991). In addition, 
there have been attempts to adapt classroom learning environment measures to tap 
students’ perspectives of school-level variables (Payne & Ellett, 1974; Rentoul & 
Fraser, 1983). More recently, there have been attempts to expand learning environment 
research to school-level concerns reflecting teachers’ views of school structural coupling 
characteristics (Logan, 1990) and school professional/supervisory climate (Claudet, 
1993). The PLEI is the first comprehensive instrument known that has been 
specifically designed to measure key factors within school organizations that support 
and enhance the professional learning of teachers. Measuring this construct has 
potential for studying teacher development in schools (Fullan, 1991), for better 
understanding the role and functions of teachers and other school organizational 
members as part of a larger school learning community (Brandt, 1992), for developing 
a broader conceptual concerns for learning density in schools (i.e., learning in schools 
is not the sole property of students); and for understanding professional learning of 
adults in schools and how such learning is linked to other important school 
organizational variables and to multiple indices of school effectiveness. The PLEI 
appears to have promise as an instrument that can be used in future research on schools 
to explore each of these important, future research and theory development concerns.
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Because of the paucity of items and concern about increasing statistical 
reliability, the PLEI Autonomy subscale appears to need additional 
modification/revision through future research studies. It should also be recognized, that 
the PLEI measures only four school organizational factors that support and enhance 
teacher professional learning in schools. Future studies may well identify others such 
as district and/or state level resources/supports, etc.
A second original instrument developed for this study was the Teacher Self and 
Organizational Efficacy Assessment (TSOEA). This instrument was designed to 
measure motivational elements of the human efficacy construct as reflected in social 
learning theories originally described and further explicated by Bandura (1977; 1982; 
1993). The results of various analyses of the TSOEA served to identify three important 
dimensions of teacher efficacy in schools as they pertain to teacher motivation directed 
toward the accomplishment of various school organizational goals: 1) teacher self 
(personal) efficacy (Me); 2) teacher organizational efficacy (perceptions of other 
teachers in a school) (Thee); and 3) teacher collective efficacy (teacher self gnjl teacher 
organizational efficacy) (We).
Each of these teacher efficacy elements appears to interact in a complex manner 
with the motivational bases of individual and collective teacher behavior from initial 
motivation/perseverance to accomplish goals, through attempts to persist in 
accomplishing goals in spite of repeated failures. Interesting, and importantly, the 
factor structure of the TSOEA identified in this study suggests that teacher self (Me) 
and teacher organizational efficacies (Thee) become a perceptual unity (We) when
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teachers assess their own and other teachers’ motivations to persist in spite of repeated 
failures to accomplish broad-based school goals. Thus, teachers differentiate between 
their own personal efficacy motivation levels and those of other teachers in the school 
when assessing initial levels of effort and persistence to accomplish school goals and 
m levels needed to overcome routine barriers/obstacles to goal accomplishment 
(typically judging their personal efficacy levels somewhat higher than levels of other 
teachers). However, no such differentiation is apparent when teachers are asked about 
personal and organizational (other teachers in the school) efficacy levels as these pertain 
to responses to repeated failures to accomplish school goals. These findings identify 
a collective sense of teacher efficacy motivation in schools that may be evidenced in 
schools that have a history of repeated failure to accomplish broad-based goals such as 
those measured by the TSOEA (e.g., the enhancement of student learning, increasing 
parent involvement, etc.). Interestingly, in this study, the highest reported levels of 
teacher self efficacy were found in schools that had the highest percentages of students 
receiving free or reduced cost lunches (lowest SES).
Past research and development work concerned with studies of human efficacy 
have typically focused on self efficacy concerns. Little attention has been given to 
expanding the efficacy construct to include organizational and collective perspectives 
of human efficacy. In addition, most teacher efficacy research has been concerned with 
the measurement and study of efficacy as it pertains to classroom level, teaching and 
learning variables. The TSOEA has been designed to reflect concern for teacher self 
and teacher organizational efficacy constructs as these pertain to the accomplishment
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of global, trans-situational school goals. Thus, it offers a rich alternative to measure 
and study teacher efficacy motivation in schools as a school organizational level 
variable. In addition, the differentiation in this study among three subelements of 
teacher efficacy in schools (Me, Thee and We), and the interactions of these 
subelements with levels of initial and continuing teacher motivation, suggests that the 
efficacy construct applied to understanding teacher motivation in schools is more 
complex that previously noted in the literature.
A modified version of the Receptivity to Change Inventory (RCI) (Hennigar, 
1979; Chauvin, 1992) was used in this study to measure teacher receptivity to 
suggestions about specific planned change in schools. Two RCI dimensions 
(cultural/normative and superficial/behavioral) had previously been identified by 
Chauvin, 1992). Selected items for these dimensions were used to define the modified 
RCI used in this study. Analyses completed in this study confirmed the two- 
dimensional structure of the RCI. However, close examination of specific RCI item 
content suggests that the concepts of teacher receptivity to change measured need to be 
considerably broadened to reflect more than the current focus on policy-related changes.
Conceptualizing a Model of School Change and Effectiveness 
The original Model for School Change and Effectiveness (MSCE) (Chapter 1, 
Figure 1) developed to guide this study was designed io depict hypothesized linkages 
and relationships between the professional learning environment characteristics of 
schools and multiple indices of school effectiveness. These linkages were 
conceptualized as being mediated by the influences of selected personal characteristics
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of teachers (teacher self and organizational efficacy motivations, and teacher receptivity 
to change). The professional learning environment of schools was originally defined as 
an element of the larger school culture that encompassed structural/organizational and 
learning opportunity elements. School effectiveness in the MSCE was broadly defined 
and reflected multiple operational definitions of: 1) school organizational effectiveness;
2) school holding power; and 3) school productivity. Research questions derived from 
the original MSCE were designed to explore the magnitude and direction of linkages 
of variables in the model and the potential mediating influences of teacher efficacy and 
receptivity to change on linkages between teacher professional learning and school 
effectiveness. Considered collectively, the results of this study suggest that 
conceptualizations of some of the variables in the original MSCE, and linkages between 
variables in the MSCE, need to be altered.
A revised form of the MSCE is included in Figure 2. Variables and variable 
relationships in this model reflect syntheses of the results of data analyses completed 
in this study. Though specific statistical causal analysis procedures were not completed 
in this study (e.g., LISREL, Path Analyses, etc.), and key variables in the MSCE were 
considered reciprocal in their influences, the bivariate and multivariate analyses 
completed provide considerable support for the structure and linkages among variables 
shown in the revised MSCE. Figure 2 depicts a variety of changes in the original 
conceptualization and proposed linkages among variables in the original MSCE. These 
include the following:
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Revised Model of School Change and Effectiveness
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Figure 2: Revised Model of School Change and Effectiveness
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1. The teacher Professional Learning Environment in schools includes three 
separate subconstructs reflecting learning opportunities, structural elements (teacher 
autonomy and teacher/administrator relations) and cultural elements (norms, beliefs, 
expectations and values).
2. The mediating variable of teacher efficacy contains three separate 
components reflecting teacher self efficacy (Me), teacher organizational efficacy 
(Thee), and teacher collective efficacy (WE).
3. School effectiveness elements consist of school organizational effectiveness 
variables (efficiency, flexibility, adaptability, quality/quantity of product) and separate 
student-related effectiveness outcomes (school holding power and productivity). The 
organizational effectiveness elements show no relationship (no connecting lines) to the 
student-related outcome effectiveness elements. However, the holding power and 
productivity elements are moderately related to each other (overlap in ADA and SACH 
shown in Figure 2).
3. Teacher Receptivity to Change consists of both superficial/behavioral and 
cultural/normative elements that are moderately related to each other (overlap in SBC 
and CNC shown in Figure 2).
4. The primary linkages among variables (solid lines) in the MSCE are between 
elements of the professional learning environment, teacher efficacy and school 
organizational effectiveness.
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5. The teacher efficacy variables moderate linkages (shaded oval) between 
elements of the professional learning environment and school organizational 
effectiveness.
6. The teacher personal variable of receptivity to change is only very weakly 
linked (dotted lines) to professional learning environment characteristics and to teacher 
efficacy; and these weak linkages are primarily with superficial/behavioral receptivity 
to change concerns.
7. The student-related school effectiveness outcome variables are only very 
weakly linked (dotted lines) to teacher efficacy and to elements of the professional 
learning environment of schools; these weak linkages are primarily with student 
achievement (SACH).
The modifications in the original MSCE (Figure 1; Chapter 1) shown in the 
revised MSCE in Figure 2 suggest a variety of issues pertaining to the study of school 
effectiveness, school change and the study of schools as organizations. First, the 
professional learning environment of schools is a multidimensional construct reflecting 
opportunity, structural and cultural elements that support and enhance teacher learning. 
This construct appears to be an important element of school organizational effectiveness 
and is mediated by levels of teacher efficacy motivation. Thus, organizationally 
effective schools can be characterized as schools that maintain strong learning 
environment elements for teachers and as schools in which teachers perceive a strong 
sense of personal and teacher organizational efficacy motivation. The mediational role 
of efficacy motivation in linking professional learning and school organizational
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effectiveness is not surprising given the historical conceptualization (and considerable 
research findings as well) that documents the role and importance of motivation to 
human learning.
Secondly, while the role of teacher receptivity to school change and reform has 
been much discussed in the school change literatures, the revised MSCE suggests that 
teacher receptivity to change (as measured in this study) is not an important element of 
the organizational effectiveness of schools, and it appears only very weakly related to 
student-related school effectiveness outcomes. Thus, the receptivity to change 
perspective may not be as useful as a motivation/leaming perspective when attempting 
to understand school organizational effectiveness, and when attempting to develop more 
effective schools. The findings in this study and linkages shown in the revised MSCE 
suggest that school change and effectiveness can be understood more clearly from the 
professional learning and efficacy motivation perspectives than from concerns about 
teacher receptivity to change. It should be recognized, however, that teacher 
receptivity to change in this study was linked to a global measure of school achievement 
as measured by standardized achievement test scores...not more specific measures of 
student learning at the individual classroom level. Thus, caution should be taken in so 
as not to overinterpret understandings about linkages between teachers’ receptivity to 
school changes and subsequent student learning and school improvement.
Third, linkages in the revised MSCE show that school organizational 
effectiveness is rather independent of more traditionally used variables in school 
effectiveness studies (e.g., student achievement). This finding is consistent with those
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of a variety of other recent studies linking school organizational/environment variables 
to school effectiveness indices (Claudet, 1993; Johnson, 1991; Logan, 1990). The lack 
of direct linkages between these different school effectiveness indices suggests concern 
for broadening the conception of effectiveness as it applies to schools, with a clear 
separation between school organizational effectiveness and student-related, school 
outcome effectiveness constructs.
Last, student ADA shown in the MSCE was used in this study as a proxy 
measure (consequence/outcome) of a theoretical variable previously referred to as 
school" holding power" (Morris, 1986). From a larger theoretical perspective, school 
holding power refers to the sum of school characteristics that serve to enhance the total 
positive valence of the school to attract and hold its clientele (students in this study). 
Findings from this study and the revised MSCE shown in Figure 2 show that student 
attendance is not associated with the quality of the professional learning environment 
for teachers, nor, and quite interestingly, is it associated with variation in levels of 
teacher efficacy motivation. Apparently these teacher-related variables have little to do 
with the holding power of schools for students. It may be, that student attendance is 
more directly related to holding power variables that serve to enhance the attractiveness 
(and positive valence) of schools such as the quality of the psychosocial environment 
of learning (Fraser & Walberg, 1991), the robustness or "dramatic content" of schools 
(Johnson & Licata, 1991) and the quantity and quality of instruction (Ellett, Loup & 
Chauvin, 1990; Teddlie & Stringfield, 1993). For example, there is evidence in prior 
research concerned with school holding power (Morris, 1986) that student attendance
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in secondary schools is positively, and rather strongly correlated with students’ 
perceptions of the robustness of student peers, school social activities and even parents. 
Thus, the theoretical holding power of schools may be defined and enhanced by 
different sets of variables internal and external to schools for teachers than for students.
Methodological and Research Design Issues 
The results of this study yielded a variety of methodological issues and research 
design concerns that might be addressed in future research studies. Basic data collected 
in the study stemmed from teacher self reports. With such procedures, there is always 
concern about the possible contaminating effects of response set, social desirability of 
responses, halo effects and so on. The results of within school analyses completed in 
this study and instrument reliabilities suggest that the teacher self report data were 
generally dependable and reasonably error free. However, future studies might use a 
variety of other methods and design elements to enrich understandings of the variables 
explored here. The use of qualitative data collection methods subsequent to quantitative 
analyses in this study may have served to additionally inform the interpretability of 
linkages among the various independent and dependent variables similar to findings in 
another study of school organizations and school effectiveness recently completed by 
Claudet (1993).
In terms of the instruments used in this study, future studies need to be 
completed to further the development of some existing scales (e.g., the PLEI Autonomy 
scale) and to broaden the conceptual basis of some instruments (e.g., the RCI). The 
concept of professional learning in schools reflected in a broader notion of learning
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density in schools, might be expanded to include other variables (e.g., the 
quantity/quality of learning resources in a school), other respondents (e.g., principals 
and other staff) and other measurement methods (e.g., direct observation, interviews, 
etc.). Though not evident in this study, it may be that future development of district- 
level items for the PLEI, for example would result in a PLEI dimension that measures 
external support for adult learning in schools.
The TSOEA was used to examine teacher efficacy levels in view of four, global, 
trans-situational goals: 1) enhance learning of students; 2) increase parent involvement;
3) establish/communicate school vision; and 4) establish professional 
teacher/administrator relationships. The TSOEA, like some other existing, and widely 
applicable instruments useful in research on schools (e.g., the Robustness Semantic 
Differential. Licata & Willower, 1978), is flexible in scale format and can be applied 
to a large number of other school organizational and/or individual goals. Future studies 
might examine levels of teacher efficacy motivation in view of a variety of other 
important school goals. Of considerable interest in these studies, is replication of the 
teacher self (Me), teacher organizational (Thee), and teacher collective (We) efficacy 
subconstructs. If this structure generally replicates, then greater theoretical clarity and 
support would be provided for conceptions of teacher personal and organizational 
efficacy motivation.
Of considerable methodological importance in this study were the results of the 
within school analyses completed. A variety of significant relationships was established 
between various independent and dependent variables in the MSCE using school means
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as the units of analysis. These relationships were used to guide similar analyses within 
each school in the sample using individual teachers as the units of analysis. These 
within school analyses showed considerable variation in the magnitude and direction of 
linkages between independent and dependent variables from one school to the next. 
These quantitative findings replicated those identified in a variety of other recent studies 
(Claudet, 1993; Chauvin, 1992; Johnson, 1991; Logan, 1990). These replicated 
findings show the importance of subsequent school outlier analyes and the value- 
addedness of followup qualitative studies of schools as recently completed by Claudet 
(1993). A summary of unit of analysis issues and implications for the study of school 
effectiveness and schools as organizations from these recent studies has been made by 
(Ellett, et.al, 1994). Thus, future quantitative studies of school effectiveness and 
linkages to school organizational/environmental variables can be enriched both 
methodologically and theoretically by combining quantitative and qualitative 
methodologies.
Implications for Future Research, Theory and Practice 
The original conceptualization of this study, when considered in view of the 
study results, have a variety of implications for future research, development of theories 
of schools as organizations, school change and effectiveness and for practice as well. 
First, conceptions of school effectiveness have been popularized by the recent history 
of school effectiveness and school effects studies. While valuable, this line of inquiry 
has seemingly failed to identify and separate the meaning of different indices of school 
effectiveness. Traditional school effectiveness studies (e.g., Brookover and Lezotte,
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1979; Edmonds, 1979; 1983), have been primarily concerned with student-related 
outcome (achievement) definitions of school effectiveness in view of school 
socioeconomic characteristics. More recent work in this area has recognized the need 
to broaden the study of school effectiveness to include within school, class-level 
variables (Teddlie & Stringfield, 1993) and considerations of school effectiveness 
context issues (Wimpelberg, Teddlie, & Stringfield, 1989). Recent attention has been 
given as well in the school effectioveness and school effects literatures to the 
importance of understanding linkages between school effectiveness (student 
achievement) and school cultural/organizational variables. However, these studies 
continue to be concerned with student-related outcome (as opposed to school 
organization) definitiions of effectiveness. In addition, recent, large scale meta 
analyses and summaries of the effects of schooling have primarily focused on student- 
related effectiveness concerns (Wang, Haertel, & Walberg, 1994).
What seems needed, is a broader consideration of the school effectiveness 
construct and subsequent theory to include the effectiveness of schools as organizations 
as well. As shown here, and in a variety of other recent studies (e.g., Claudet, 1993; 
Johnson, 1991; Logan, 1990), there are sets of important school structural, cultural and 
learning environment variables that can be meaningfully linked to the study of school 
organizational effectiveness quite apart from any linkages to student-related outcomes 
(e.g., achievement and attendance). What seems needed is a more general, integrated 
theory of school effectiveness to encompass findings from studies of schools as 
organizations, as well as, studies of school effectiveness and effects. Such a conception
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would treat school effectiveness as the most abstract and highest level construct, with 
school organizational effectiveness and student-related school outcomes (e.g., 
achievement/productivity, holding power/attendance) as subconstructs with their own 
lines of inquiry.
This higher order conception of families of lines of school effectiveness inquiry, 
subsumed under a larger and more general theory of school effectiveness might prove 
beneficial from several perspectives. For example, known correlates and predictors of 
student productivity such as student motivation, time-on-task, psychosocial perceptions 
of the classroom learning environment, the quantity and quality of teaching, the 
educational quality of the home environment, etc., might be cross-linked through future 
research with known correlates of the effectiveness of schools as organizations (e.g., 
structural coupling features, professional/supervisory climate, professional learning 
environment characteristics, teacher self and organizational efficacies, centralization of 
decision making, etc). Though speculation abounds, not much has been empirically 
demonstrated and less is known about linkages between individual student-related 
variables predictive of learning and achievement, and school level cultural, structural, 
and environmental variables linked to school organizational effectiveness. Concern for 
accommodating school level effects in future school effectiveness research studies has 
recently been shown in the work of Teddlie & Stringfield (1993), and some prior 
attempts at minor integrations of school effectiveness literature have been made 
(Bossert, 1988). However, recent research syntheses such as those described by Wang, 
Haertel & Walberg (1994) fail to include, in any systematic way, findings from a host
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of studies on school organizational effectiveness. On the other hand, and to make the 
need for integrated school effectiveness research studies and theory development more 
clear, treatises and summaries of research on schools as organizations (e,g, Boy an, 
1988; Hoy and Miskel, 1991) have failed to adequately address findings from student- 
related, school effectiveness and effects studies completed during the past two decades. 
What seems needed is an integration of these two families of lines of inquiry in the 
study of school effectiveness in a manner that allows them to better inform each other. 
If this can be done, then a more general theory of school effectiveness can be developed 
to guide future research and our understanding of the complexities of schools can be 
broadened.
This study uniquely examined the role of teacher efficacy motivation and its 
linkages to school organizational effectiveness. Of considerable theoretical and future 
research interest were the findings that teacher self, teacher organizational and teacher 
collective efficacy motivations can be identified and measured in schools. The 
motivational elements of teacher efficacy related to initial task effort and persistence 
and the everyday overcoming of barriers/obstacles to goal attainment, can seemingly 
be differentiated from teachers’ collective efficacy as it relates to persistence in the face 
of repeated school failures. This understanding of teacher efficacy is unknown in the 
efficacy literature. The metaphors of Me, Thee, and We, used in this study to 
described these subelements of the larger teacher efficacy motivation construct were 
empirically derived from factor analyses of the TSOEA in view of a set of four, broad- 
based school organizational goals. Thus, they are not purely speculative.
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Apparently, in the history of repeated failures in schools, teacher self and other 
teachers’ efficacies merge into a singular efficacy construct reflective of an efficacy 
cohesion effect. That is, a collective sense of efficacy (We) in which teachers do not 
differentiate their own levels of self efficacy from that of other organizational members 
(teachers). This efficacy cohesion effect may develop over time only in response to 
repeated failure of a school to accomplish important school outcomes. This finding 
may have implications for understanding teacher motivation in schools as it is linked 
to school organizational effectiveness, elements of the professional learning environment 
and school reform and change. For example, it was noted in this study sample, that 
schools that possessed the lowest socioeconomic levels (and typically the lowest 
achievement) were characterized by the highest levels of teacher self efficacy. 
Consistent with earlier efficacy theories (Bandura, 1977), teacher self efficacy in these 
situations may develop from the repetitions of behaviors and actions and subsequent 
consequences that come about with daily work challenges...even though demonstrable 
successes may be slow to come about. Small successes in these difficult school 
contexts, when combined with the social incentives accompanying these successes, may 
have a powerful effect on the development of teacher self efficacy motivation. In these 
settings, small, step-at-a-time successes, may generate considerable personal rewards 
for teachers which serve to enhance efficacy motivation as it pertains to subsequent 
challenges. Though not demonstrated in this study, it may be that efficacy cohesion 
effects among teachers are potentially stronger in difficult school contexts (e.g., 
poor,low achieving schools), and this group efficacy motivation phenomenon serves to
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facilitate general school change and greater effectiveness...both organizationally and 
from the student outcomes perspective. Future research studies might attempt to better 
understand efficacy cohesion effects and how these relate to facilitating school change 
efforts.
There has been much written in the efficacy literature about how this construct 
develops in humans, how it serves to mediate human learning and performance, and its 
mastery (competence) and motivational elements (Bandura, 1977, 1982, 1989, 1983). 
In addition, teacher efficacy in schools has been explored in relationship to classroom 
concerns such as student behavior management (Gibson & Dembo, 1984). However, 
there are no known studies of teacher efficacy motivation at the school organizational 
level like the one described here. The findings from this study, and resulting 
interpretations of these findings, call for not only additional research of teacher efficacy 
motivation at the school organizational level, but additional theory development as well.
Linkages between characteristics of the professional learning environment of 
schools and school organizational effectiveness in this study have implications as well. 
The finding that cultural, structural and opportunity elements for such learning are 
linked to school organizational effectiveness (and not to student-related outcomes) 
provides information for broadening the meaning of school organizational effectiveness. 
While organizational effectiveness in schools is typically associated with goal and 
resource models and perspectives (Hoy & Miskel, 1991), the results described here 
suggest a broader definition of this construct. When combined with the results 
pertaining to teacher efficacy motivation described above, the results of this study
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suggest that organizationally effective schools can be understood not only in terms of 
their efficiency, adaptability, flexibility, etc.; but also as schools in which professional 
learning opportunities for teachers are rich (enhanced learning density) and in which 
teacher efficacy motivation is strong. Thus, school administrators, policy makers and 
others desiring to increase school organization effectiveness, might do well to allocate 
time, resources and efforts to better teacher professional learning opportunities and to 
enhance teacher efficacy motivation individually, organizationally and collectively.
Finally, this study provides continuing insights into linkages between school 
organizational variables and multiple indices of school effectiveness that have 
implications for school administration and school change. The results, while not 
generated through a true experimental design or through the use of causal modeling 
methodologies, suggest that school organizational variables have their primary linkages 
to the effectiveness of the school as an organization, rather than to more traditional 
school effectiveness variables such as student achievement (Teddlie & Stringfield, 
1993). As measured in this study, school organizational effectiveness is concerned with 
elements of organizational adaptability, flexibility, latency and goal direction (Hoy & 
Miskel, 1992; Parsons, 1960). When combined with the results of other recent studies 
(Logan, 1990; Johnson, 1991; Chauvin, 1992; Claudet, 1993), the findings reported 
here identify numerous organizational features that begin to define the organizational 
effectiveness of schools.
In addition, the results of these studies suggest that organizational effectiveness, 
while not sufficient, may be a necessary condition to increase school holding power
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(e.g., attendance) and productivity (i.e., student achievement). Thus, the first 
consideration for effective school leaders and for school improvement and change 
efforts may be to enhance school organizational effectiveness by measuring and altering 
various organizational features of schools (e.g., organizational coupling features, 
decision making structures, organizational/supervisory climate, etc.). It should also be 
recognized that analyses of selected, individual schools in this study showed that some 
of the poorest and lowest achieving schools had the highest PLEI, TSOEA, and IPOE 
scores. Thus, making positive changes in school organizational features and 
effectiveness seems no guarantee that increases in school holding power and 
productivity will automatically follow. This finding is reminiscent of Glickman’s 
(1987) call for first making schools "good" schools, then attempting to make them more 
"effective" schools.
The findings previously discussed about the conceptual nature of teacher self and 
organizational efficacy suggest additional implications for school change and 
improvement. For example, the collective (We) perspectives of efficacy were evident 
when teachers in these schools were asked about their personal responses and those of 
their teacher colleagues to repeated failures. Teachers clearly differentiated the Me and 
the Thee elements of efficacy when asked about levels of effort/persistence to 
accomplish goals and overcome impediments to accomplishing goals. These findings 
suggest that change efforts in schools that have a history of repeated failures (e.g., 
demonstrably ineffective schools as identified in the school effectiveness literature) may 
profit from first developing among organizational members (teachers in this study) a
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sense of collective (We) efficacy. Thus, school improvement efforts targeting 
collective, group concerns and energies may yield the highest organizational returns and 
the greatest individual and organizational efficacy changes. Conversely, individual 
(Me) and organizational (Thee) elements of efficacy development may be important for 
school change agents to consider in newer, developing schools, particularly those with 
cadres of new, inexperienced teachers.
Summary
Chapter 5 presented a summary of major findings from the results of the study 
and implications for future research design and methodology, theory development, and 
practice were presented.
This study was designed in response to the emerging literatures derived from the 
study of schools as organizations and school change and effectiveness. It is considered 
a conceptual and empirical extension of a variety of recent investigations that have 
attempted to establish linkages between characteristics of schools as complex 
organizations and social systems, and multiple organizational and school effectiveness 
variables (Logan, 1990; Johnson, 1991; Chauvin, 1992; Claudet, 1993). In addition, 
findings in this study generally replicated findings from these recent investigations that 
general relationships between variables established using school means as the units of 
analysis were considerably at odds with the variation in results within schools using 
individual teachers as the units of analysis. This repeated pattern of findings suggests 
that conceptual frameworks developed for studying organizational features of schools 
and linking these features to school effectiveness indices, as well as to theories of
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schools as organizations, must accommodate variation among schools as well as 
variation in linkages among variables within schools.
In addition, the considerable variation noted within schools in the general 
findings using school means as the units of analysis, provide some support for a model 
of Two-Stage (quantitative and qualitative), Two-Level (schools and individuals within 
schools) theory development (Claudet, 1993) in the study of schools as organizations.
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TEACHER QUESTIONNAIRE
DEMOGRAPHIC INFORMATION
DIRECTIONS: For each item, please use a #2 pencil and completely fill in the
circle that corresponds with your response.
1. Gender: Female 2. Ethnicity: Black 3. Age: 20*24
Male White 25-29
HiBpanic 30-39
Asian 40-49
Other ________ 50-59
60-over
Type of school in which you 
are currently working:
Elementary (grades K-5) 
Middle (grades 6-8) 
Secondary (grades 9-11) 
Other _______________
5. Type of teaching situation in which you 
are currently teaching:
Regular Education Classroom 
Regular Education Remedial 
(e.g.,Chapter 1)
Special Education 
Other ___________  __
6. Content area in which you primarily 
teach:
Basic skills/elementary 
Special Education 
Vocational Education 
Reading
English/Language Arts
Mathematics
Social Studies
Science
Art/Music
Physical Education/Recreation 
Other (please specify)__________
7. Number of years you have been a 
teacher in this school (including 
1992-1993 school year):
TENS
ONES
Total number of years as a professional 9. How many years have you worked with
educator (including 1992-1993): your current principal?
TENS TENS
ONES ONES
10. Highest degree completed: 
Bachelor 
Master
Master + 30/Specialist 
Doctorate (Ph.D. or Ed.D.)
DIRECTIONS: The items below describe factors/events/conditions in vour school that can
contribute to or enhance opportunities for vour LEARNING as a 
professional. Use the scale provided below to rate each item. Darken the 
circle to the right of the factor/event/condition that corresponds to your 
rating. Use a #2 pencil to complete the form and remember to darken 
the circle, do not check, cross through or circle the response.
SCALE: l s factor/event/condition does not occur/exist
2 = factor/event/condition sometime^ occurs/exists
3 = factor/event/condition usually occurs/exists
4 a factor/event/condition almost always occurs7exists
FACTOR/EVENT/CONDITION
1. Open discussion of important teaching and learning 
issues in faculty meetings
FREQUENCY OF OCCURRENCE/EXISTENCE
2. Collaboration between teachers and administrators 
regarding plans of action for teaching and learning
3. Inservice meetings in which teachers are involved 
in planning or serve as presenters
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SCALE: 1 = factor/event/condition does not: occur/exist
2 = factor/event/condition sometimes occurs/exists
3 = factor/event/condition usually occurs/exists
4 = factor/event/condition almost always occurs/exists
FACTOR/EVENT/CONDXTION FREQUENCY OF
4. Small group instructional meetings initiated by teachers
5. Opportunities for teachers to observe in other 
teachers' classrooms
6. Opportunities for participation in professional 
development activities
7. Opportunities for mentoring new/beginning teachers
8. Opportunities for administrators to observe in 
classrooms
9. Professional feedback conferences
10. Development of personal professional growth plans
11. Administrators make suggestions for improving 
teaching and learning
12. Opportunities for self reflection to improve 
teaching and learning
13. Oppotunities for informal idea exchanges between 
teachers and administrators about improving teaching 
and learning
14. Opportunities for receiving incentives/rewards for 
developing creative or innovative activities, 
programs, etc.
15. Opportunities for cooperative exchanges with other schools 
(e.g., cross-visiting, teacher networking, etc.)
16. Opportunities for use of professional resources (e.g., 
teacher experts, guest speakers, etc.)
17. Opportunities for teachers to participate in decisions 
concerning hiring of professional staff
10. Participation in professional activities (e.g.,
attending conferences, workshops, grant writing, etc.)
19. Participation on school committees
20. Participation in district committee activities
involving the larger school community
21. Opportunities to read current periodicals (e.g., education 
magizines, journals, etc.)
22. Formal opportunities (specific time set aside) to work/ 
plan collaboratively with other teachers
23. Teachers provide suggestions to each other for improving 
teaching and learning
24. Teachers make sacrifices to accomplish the vision of
what the school ought to be
25. Teachers hold high expectations for student learning
26. Administrators hold high expectations for student learning
27. School activities focus on the quality of teaching and 
learning for students
28. Teachers are allowed to use the teaching methods that 
work best for students
29. Teachers frequently communicate with one another about 
teaching and learning
OCCURRENCE/EXISTENCE
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SCALE: 1 = factor/event/condition does not occur/exist
2 * factor/event/condition sometimes occurs/exists
3 = factor/event/condition usually occurs/exists
4 s factor/event/condition almost always occurs/exists
FACTOR/EVENT/CONDITION FREQUENCY OF OCCURRENCE/EXISTENCE
30. Parents are utilized as outside resources
31. Teachers have the freedom to use their own judgement in 
establishing the pattern of daily classroom activities
32. District resources are available to meet school needs
33. Administrators emphasize professionalism
34. What is taught is determined by district guidelines
35. Teachers emphasize professionalism
36. Administrators and teachers cooperatively participate 
in developing school policies
37. Administrators and teachers discuss ways to accomplish 
or adjust school goals
38. Efforts are exerted to maintain good school-community 
relations
39. Administrators are open-minded/perceptive to teacher ideas
40. Teachers are open and receptive to new ideas
41. Teachers make decisions concerning their own class(es)
42. District teaching and learning guidelines are in agreement 
with school needs
DIRECTIONS: This part of the survey requests that you consider four goals that teachers
usually attempt to accomplish in their roles as professionals in schools. 
These four goals are:
GOAL 1: TO ENHANCE THE LEARNING OF STUDENTS
GOAL 2: TO INCREASE THE INVOLVEMENT OF PARENTS IN THEIR CHILDREN'S LEARNING
GOAL 3: TO ESTABLISH AND COMMUNICATE A VISION OF WHAT THE SCHOOL OUGHT TO
ACCOMPLISH
GOAL 4: TO ESTABLISH PROFESSIONAL RELATIONSHIPS WITH ADMINISTRATORS AND
OTHER TEACHERS
Three key questions are asked about each of the four goalB in the sections 
below. First, read the key question, then consider each of the four goals 
listed, one at a time. Next, decide how you would respond to the question 
as an individual teacher; then decide how most teachers in vour_school_would 
respond. Use the scale provided and darken the circle that corresponds 
to your answer to the key question for each of the four goals. Repeat this 
procedure for each key question.
KEY QUESTION 1 : How much energy/effort is put forth in your school to 
accomplish each goal?
Little A Large
or No Some Amount of
Effort Effort Effort
a. Goal 1: To enhance t h e  l e a r n in g  of s tu d e n t s  
Mv Effort
Efforts of Other Teachers
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KEY QUESTION 1 : How much energy/effort is put forth in your school to 
accomplish each goal?
Little A Large
or No Some Amount of
Effort Effort Effort
b .  Goal 2 :  To in c r e a s e  t h e  involement of  p a r e n t s  in  t h e i r  c h i l d r e n ' s  l e a r n in g  
Mv Effort
Efforts of Other Teachers
C .  Goal 3 : To e s t a b l i s h  and communicate a v i s i o n  of  what t h e  school ought  t o  accomplish 
Mv Effort
Efforts of Other Teachers
d :  Goal 4 :  t o  e s t a b l i s h  p r o f e s s io n a l  r e l a t i o n s h i p s  w ith a d m i n i s t r a t o r s  and o t h e r  t e a c h e r s  
Mv Effort
Efforts of Other Teachers
KEY QUESTION 2 : If there are difficult or uncertain obstacles to overcome in accomplishing 
a goal, how much persistence/perseverance would be put forth to accomplish 
each goal?
Little A Large
or No Some Amount
Persistence Persistence Persistence
a. Goal 1 :  To enhance t h e  l ea rn in g  of s t u d e n t s  
Mv Persistence
Persistence of Other Teachers
b. Goal 2: To in c r e a s e  t h e  involement of  p a re n t s  in t h e i r  c h i l d r e n ' s  l e a r n in g  
Mv Persistence
Persistence of Other Teachers
C .  Goal 3 :  To e s t a b l i s h  and communicate a v i s i o n  of what t h e  school ought to  accompl ish  
Mv Persistence
Persistence of Other Teachers
d: Goal 4: t o  e s t a b l i s h  p r o fe s s io n a l  r e l a t i o n s h i p s  with a d m i n i s t r a t o r s  and  o t h e r  t e a c h e r s  
Mv Persistence
Persistence of Other Teachers
KEY QUESTION 3 : To what extent would failure to accomplish a goal result in decreasing 
effort to accomplish future goals?
Little A Large
or No Some Amount
Decrease in Decrease in Decrease in
Effort Effort Effort
a. Goal 1: To enhance th e  l ea rn in g  of  s tu d e n t s  
Mv Effort
Efforts of Other Teachers
b. Goal 2: To i n c r e a s e  t h e  involement of  p a re n t s  in  t h e i r  c h i l d r e n ' s  l e a r n in g  
Mv Effort
Efforts of Other Teachers
C .  Goal 3 :  To e s t a b l i s h  and  communicate a v i s i o n  of  what t h e  school ought  t o  occompl ish  
Mv Effort
Efforts of Other Teachers
d :  Goal 4 :  to e s t a b l i s h  p r o fe s s io n a l  r e l a t i o n s h i p s  with a d m i n i s t r a t o r s  and o t h e r  t e a c h e rs  
Mv Effort
Efforts of Other Teachers
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PART III
DIRECTIONS: In responding to each of the following items, imagine you are at a faculty 
meeting in your school. One of your colleagues makes a suggestion chat a 
change be made which would include your school or school district. Each item 
that follows represents a suggested change to which you must make a decision 
regarding your support or lack of support. Using the scale of 1 - 5 shown
below, please fill in the number which best reflects your views of the
suggestions.
SCALE: 1 = 1  definitely would not support the suggestion. I am very much opposed
to the idea and I am against such a change.
2 = 1  would not likely support the suggestion. The suggestion is not a good idea.
3 = It makes no difference one way or another. The idea is of such
insignificance that I would not question it.
4 = 1  would probably support the suggestion. However, I would have to know 
more of the reasons behind the idea.
5 = 1 would support the suggestion. It is obviously a good idea and should be 
done.
1. Lengthen the school year to 200 student attendance days
2. Require teachers to be formally invloved in annual 
evaluation of other teachers in their schools
3. Involve parents, teachers, studantc, and administrators 
in a total needs assessment of the school system
4. Establish a school/district policy that requires teachers 
to rotate every three years to a different grade or 
subject area in which they are certified to teach
5. Establish a distrct policy that would lengthen the 
school day
6. Develop a positive action committee to curb school 
drop-outs
7. Remove walls in schools to develop an open classroom 
educational environment
8. Provide a "Teacher Effectiveness Training Program" for 
all teachers in the school system, regardless
of prior teaching experience
9. Require inservice for teachers on the development of 
students' thinking skills in all curriculum areas
10. Provide for a Staff Development Committee to plan 
inservice programs for professional staff in the school
11. Offer a parent discussion group during the school day 
under the direction of a qualified school counselor
12. Establish a teacher committee responsible for making 
recommendations related to the expenditure of school/ 
district funds
13. Establish a school/district policy that requires teachers 
to assume full and sole responsibility for managing 
student discipline
14. Utilize standardized achievement test results as a sole 
criterion for high school graduation decisions
15. Allow parents to have the final decision in promotion/ 
retention of their children in grades K-12
16. Adopt a district policy that would reduce the class size 
and also proportionately reduce teacher salaries
17. Establish a procedure for evaluating teachers that is 
based on student achievement scores
18. Hold after school workshops for teachers in grade K-12 
to identify students with special needs
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PART IV
DIRECTIONS: These final eight questions are about your perceptions of your school's
overall effectiveness. Every educator produces something during work.
It may be a "product" or a "service". The following list of "products" and
"services" are ju6t a few of the things that result from schools:
Lesson Plans Student Learning Athletic Achievements
New Curricula Community Projects Teacher-Parent Meetings
Art and Music Programs Instruction
Please indicate your responses by filling in the appropriate bubble.
Of the various things produced by the people you know in your school, how much are 
they producing?
Low Production 
Fairly Low 
Moderate 
High
Very High Production
How good is the quality of the products or services produced by the people you 
know in your school?
Poor Quality 
Low Quality 
Fair Quality 
Good Quality 
Excellent Quality
Do the people in your school get maximum output from the available resources (money, 
people, equipment, etc.)? That is, how efficiently do they do their work?
Not Efficiently 
Not Very Efficiently 
Fairly Efficiently 
Very Efficiently 
Extremely Efficiently
How good a job is done by the people in your school in anticipating problems 
and preventing them from occurring or minimizing their effects?
A Poor Job 
An Adequate Job 
A Fair Job 
A Very Good Job 
An Excellent Job
How informed are the people in your school about innovations that could 
affect the way they do their work?
Uninformed 
Somewhat Informed 
Moderately Informed 
Informed 
Very Informed
When changes are made in methods, routines, or equipment, how quickly do the 
people in your school accept and adjust to the changes?
Very Slowly 
Rather Slowly 
Fairly Rapidly 
Rapidly 
Immediately
How many of the people in your school readily accept and adjust to the changes?
Few, If Any 
Less Than Half 
About Half 
Many More Than Half 
Almost Everyone
How good a job do the people in your school do in coping with emergencies and 
disruptions?
A Poor Job 
An Adequate Job 
A Fair Job 
A Good Job 
An Excellent Job
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
246
Table A .l
Item Location Index for Original Subscales o f the PLEI
PLEI Subscale Item Number
Opportunities for 
Professional 
Learning (19)a
1, 2, 5, 6, 7, 8, 9, 10, 11, 12, 13, 
18, 21, 22, 23, 29, 30, 36, 37,
Structural 
Elem ents (23)
3, 4, 14, 15, 16, 17, 19, 20, 24, 25, 
26, 27, 28, 31, 32, 33, 34, 35, 38, 
39, 40 , 4 1 , 4 2
Instrument Item Total (42)
a Number o f  item s on subscale
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
247
Table A.2
Item Location Index for Original Subscales o f the TSOEA
TSOEA Subscale M otivation Statement/Item s/Key Questions
Teacher S elf M y Effort (4  item s) Key Question 1
Efficacy (12 )a M y Persistence (4 item s) K ey Question 2
M y Effort (4  item s) K ey Question 3
Organizational Efforts o f  Other Teachers (4  items) Key Question 1
E fficacy (12) Persistence o f  Other Teachers (4 item s) Key
Question 2
Efforts o f  Other Teachers (4  items) K ey Question 3
Instrument Item Total (24)
a Number o f  items on subscale
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Table A.3
Item Location Index for Original Subscales o f  the M odified RCI
RCI Subscale Item Number
Superficial/Behavioral 3, 6, 8, 9, 10, 11, 12, 18
Change (8)a
Cultural/Normative 1, 2, 4 , 5, 7, 13, 14, 15, 16, 17
Change (C N C )(10)
Instrument Item Total (18)b
a Number o f  item s on subscale
b Items used constitute a subset o f the factored version o f  the RCI (Chauvin, 1992)
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Table B .l
Item Location Index for Factored Subscales o f the PLEI
PLEI Subscale Item Number
Opportunities for 
Professional Learning 
and Developm ent 
(O PLD )(9)a
4, 5, 12, 14, 15, 16, 21, 22, 23
T eacher/Administrator 
Relations (TAR)(9)
1, 2, 8, 17, 18, 19, 36, 37, 39
B eliefs, Expectations, 
and Values (B E V )(6)
24, 25, 26, 27, 35, 40
Teacher Autonom y (TA)(3) 28, 31, 41
Instrument Item Total (27)
a Number o f items retained on subscale
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Table B.2
Item Location Index for Factored Subscales o f the TSOEA
TSOEA Subscale Item Number
Teacher Perceptions o f  
S elf E fficacy (TPSE)(10)a
1, 3, 5, 6, 7, 9, 11, 13, 14, 15
Teacher Perceptions o f  
Organizational Efficacy  
(TPOE)(8)
2, 4, 6, 8, 10, 12, 14, 16
C ollective Perceptions 
o f  E fficacy (CPE)(8)
17, 18, 19, 20, 21, 22 , 23, 24
Instrument Item Total (24)b
a Number o f  items retained on subscale
b Items 6 and 14 are retained on both TPSE and TPOE subscales
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Table B.3
Item Location Index for Factored Subscales o f the RCI
RCI Subscale Item Number
Superficial/Behavioral 3, 6 , 8 , 9, 10, 11, 12, 18
Change (SB C )(8 )a
Cultural/Normative 1, 2, 4, 5, 7, 13, 14, 15, 16, 17
Change (C N C )(10)
Instrument Item Total (18)b
a Number o f  item s retained on subscale
b Items used constitute a subset o f  the factored version o f  the RCI used by Chauvin, 
1992
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Table C .l
Profile o f  Sample by Personal and Professional 
Characteristics o f  Teachers (n=1041)
Characteristic Frequency Percent3
Gender
Fem ale
M ale
Ethnicity
Black
White
Hispanic
Asian
Other
Age
20-24
25-29
30-39
40-49
50-59
60-over
763
247
216
576
205
01
17
32
82
228
419
198
42
73.3
24.7
20.7  
55.3
19.7 
. 1
1.6
3.1
7.9
21.9
40.3
19.0
4.0
(table continues)
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Characteristic Frequency Percent1
Type o f  school
Elementary 381 36.6
M iddle 296 28.4
Secondary 295 28.3
Other 54 1.4
Current teaching situation
Regular education 772 69.4
Remedial regular 41 3.1
Special education 109 10.5
Other 133 12.8
Content primarily 
teaching
Basic Skills/E lem  289 27.8
Special Education 56 5.4
Vocational Ed. 51 4.9
Reading 15 1.4
English/Lang Arts 123 11.8
Mathematics 92 8 .8
Social Studies 77 7.4
Science 8 6  8.3
Art/Music 44 4.2
Ph.Ed/Recreation 23 2.2
Other 112 10.8
Years w/current principal
1 293 30.0
2 223 21.9
3 126 12.1
4 -84 8.1
5 59 5.7
6-9 118 14.7
10-14 62 5.1
15-20 43 4.2
20+ 11
(table continues)
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Characteristic Frequency Percent3
Total years teaching 
experience
1 05 0.5
2 175 16.8
3 65 6 . 2
4 65 6 . 2
5 59 5.7
6-9 216 2 0 . 8
10-14 172 19.3
15-20 1 2 0 12.9
2 0 + 126 1 2 .1
Education level
Bachelor 398 38.2
Master 401 38.5
Master +30/Spec. 117 1 1 .2
Doctorate 2 0 1.9
a Percent o f  total group respondents
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Table C.2
Demographic Characteristics o f Participating Schools
School Level SA D A a SESb SIZEC SACHRd SACHM
Elementary (n=27)e 94.7 64.2 845 43 53
M iddle (n=16)
94.3 62.7 1273 42 51
Secondary (n=10)
92.2 15.4 3049 f —
a expressed as a mean percentage o f  average daily attendance 
b expressed as a mean percentage o f  students on free/reduced lunch programs 
c expressed as the mean number o f students enrolled  
d expressed as a mean NCE score on SAT Reading/M ath subtests 
e number o f  participating schools
f achievem ent data was not available for secondary schools
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Table C.3
Demographic Characteristics o f Non-Participating Schools
School Level S A D A a SESb SIZEC SACHRd SACHM
Elementary (n=48)e 94.3 71.9 1184 41 51
M iddle (n=14) 94.6 47 .0 1 2 0 2 45 53
Secondary (n=8 ) 92.4 18.46 2577 r —
a expressed as a mean percentage o f  average daily attendance 
b expressed as a mean percentage o f  students on free/reduced lunch programs 
c expressed as the mean number o f  students enrolled  
d expressed as a mean NCE score on SA T  Reading/Math subtests 
e number o f non-participating schools  
f achievem ent data was not available for secondary schools
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
APPEN D IX  D:
DESCRIPTIVE STATISTICAL RESULTS  
FOR INSTRUM ENT ITEMS
259
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
260
Table D .l
Summary o f Descriptive Statistics for Each Item
and Total Instrument o f the PLEI for Teachers in
All Schools (n=1041)a
Item M b SD
1 2 . 6 8 .95
2 2.74 .90
3 2.51 . 8 6
4 2 . 2 1 .93
5 1.90 .90
6 2.92 .85
7 2.91 .93
8 3.33 .80
9 2.63 1 .0 1
1 0 2.51 1 . 0 0
11 2.77 .91
1 2 2.63 .98
13 2.62 .97
14 2.24 .98
15 1.92 .90
16 2 . 6 8 .8 8
17 2.13 1 . 0 2
18 3.08 .84
19 3.32 .81
2 0 2.45 .96
2 1 2 . 8 8 .98
2 2 2.51 1.08
(table continues)
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Item M a SD
23 2.63 .93
24 2.78 .94
25 3.07 .82
26 3.18 .83
27 2.91 .91
28 3.24 .81
29 2 . 8 8 .89
30 2.39 .89
31 3.30 .79
32 2.63 . 8 8
33 3.32 .81
34 3.36 .72
35 3.09 .79
36 2.83 .92
37 2.90 .90
38 3.11 .81
39 2.93 .91
40 2.77 .77
41 3.20 .74
42 2.81 .82
a Item scores on the PLEI range from 1 (factor/event/condition does not occur/exist) to 
4  (factor/event/condition almost always occurs/exists). High scores reflect a more 
professional school learning environment.
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Table D.2
Summary o f Descriptive Statistics for Each Item
and Total Instrument o f the TSOEA for Teachers in
All Schools (n= 1035)
Item M SD
r 4.72 .57
2 4.14 .85
3 3.92 1 .0 1
4 3.72 .96
5 3.95 .96
6 3.71 .95
7 4.29 .83
8 3.85 .92
9 b 4.53 .70
1 0 3.98 .90
11 3.89 1 . 0 2
1 2 3.70 1 . 0 0
13 3.93 .96
14 3.67 .97
15 4.16 .94
16 3.74 .99
17 2.29 1.34
18c 2.55 1 .2 1
19 2.57 1.24
2 0 2 . 6 8 1.17
(table continues)
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Item Ma SD
2 1 2.48 1 .2 1
2 2 2.60 1.13
23 2.53 1.29
24 2.67 1 .2 0
a Scores for Items 1-8 on the TSOEA range from 1 (little/no effort) to 5 (a large amount 
o f  effort). High scores reflect perceptions o f  high se lf or organizational efficacy as it 
relates to effort.
b Scores for Items 9-16 on the TSOEA range from 1 (little/no persistence) to 5 (a large 
amount o f  persistence). High scores reflect perceptions o f high se lf or organizational 
efficacy as it relates to persistence/perserverance. 
c Items 17-24 are reverse scored. Scores for Items 17-24 on the TSOEA range from 
1 (little/no decrease in effort) to 5 (a large amount o f  decrease in effort). High scores 
reflect perceptions o f  low self or organizational efficacy as it relates to effect o f  failure 
on decrease in effort.
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Table D.3
Summary o f  Descriptive Statistics for Each Item
and Total Instrument o f the RCI for Teachers in
All Schools (n=1035)
Item M a SD
1 2.51 1.47
2 2.40 1.38
3 4.17 1.03
4 2.38 1.44
5 1.72 1.15
6 4.30 1.03
7 1.50 1 .0 1
8 3.66 1.31
9 3.94 1 .1 1
1 0 3.98 1 .0 2
11 3.99 1.04
1 2 4.07 1 . 0 0
13 2.24 1.41
14 1.89 1.19
15 1.62 1 .0 1
16 1.74 1.23
17 1 .6 8 1 . 0 2
18 3.16 1.34
a Item scores on the RCI range from 1 (total rejection) to 5 (total acceptance) High  
scores reflect a greater positive receptivity to change among teachers
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Table D.4
Summary o f Descriptive Statistics for Each Item
and Total Instrument o f the IPOE for Teachers in
All Schools (n=1035)
Item M a SD
1 3.61 .87
2 3.94 .76
3 3.49 .83
4 3.32 1.04
5 3.35 1.06
6 2.98 .94
7 3.42 1.04
8 3.90 1 . 0 0
a Item scores on the IPOE range from 1 to 5. High scores reflect a greater perception 
o f  organizational effectiveness.
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Table E.l
Summary o f Within School Correlation
Coefficients for the PLEI OPLD Subscale
and the IPOE for All Schools
School na
OPLD/IPOE
rb
School 1 23 .64**
School 2 40 .55**
School 3 44 52**
School 4 31 .20
School 5 22 .59**
School 6 13 .34
School 7 19 .37
School 8 15 .51
School 9 16 .23
School 10 20 .16
School 11 28 .74**
School 12 30 7 0**
School 13 14 .46
School 14 27 .37
School 15 16 .37
School 16 12 .22
School 17 14 .32
School 18 19 .85**
School 19 14 .55
(table continues)
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School na
OPLD/IPOE
rb
School 20 1 2 - .1 1
School 21 2 0 .56*
School 22 15 .75**
School 23 06 .75
School 24 19 .39
School 25 23 .6 6 **
School 26 08 .60
School 27 16 .59*
School 28 16 .63**
School 29 17 .36
School 30 29 .54**
School 31 2 1 .51*
School 32 17 .42
School 33 06 .07
School 34 17 .56*
School 35 19 -j7 **
School 36 15 .43
School 37 19 .55**
School 38 25 .30
School 39 18 .59*
School 40 1 0
a Number o f participating teachers in school 
b Pearson product moment correlation coefficient 
* p<.05 
** pc.Ol
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Table E.2
Summary o f Within School Correlation
Coefficients for the PLEI TAR Subscale
and the IPOE for All Schools
School na
TAR/IPOE
rb
School 1 23 .36*
School 2 40 .6 8 **
School 3 44 .37**
School 4 31 .23
School 5 2 2 .69**
School 6 13 .49
School 7 19 .36
School 8 15 .44
School 9 16 .39
School 10 2 0 .1 2
School 11 28 .6 6 **
School 12 30 .70**
School 13 14 .27
School 14 27 .37
School 15 16 .55*
School 16 1 2 .6 8 **
School 17 14 .42
School 18 19 .74**
School 19 14 72**
(table continues)
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School
TAR/IPOE
School 20 1 2 .17
School 21 2 0 .62**
School 22 15 .66**
School 23 06 .76
School 24 19 .43
School 25 23 .62**
School 26 08 .15
School 27 16 .32
School 28 16 72**
School 29 17 .34
School 30 29 .57**
School 31 2 1 .78**
School 32 17 . 2 2
School 33 06 .13
School 34 17 .15
School 35 19 .48*
School 36 15 .36
School 37 19 .31
School 38 25 .41
School 39 18 .46
School 40 1 0 g7**
a Number o f  participating teachers in school 
b Pearson product mom ent correlation coefficient
* p<.05
** p< . 0 1
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Table E.3
Summary o f Within School Correlation
Coefficients for the PLEI BEV Subscale
and the IPOE for All Schools
School na
BEV/IPOE
rb
School 1 23 .34*
School 2 40 .31
School 3 44 .52**
School 4 31 .2 1
School 5 2 2 .76**
School 6 13 .30
School 7 19 .23
School 8 15 .07
School 9 16 .69**
School 10 2 0 .0 1
School 11 28 .6 6 **
School 12 30 .76**
School 13 14 .61*
School 14 27 .41*
School 15 16 .53*
School 16 1 2 80**
School 17 14 .48*
School 18 19 .48*
School 19 14 .31
(table continues)
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School
BEV/IPOE
School 20 1 2 - . 0 2
School 21 2 0 .67**
School 22 15 .53*
School 23 06 .8 6 *
School 24 19 .46*
School 25 23 .64**
School 26 08 - . 2 2
School 27 16 .56*
School 28 16 .63**
School 29 17 .42
School 30 29 .14
School 31 2 1 .46*
School 32 17 .52*
School 33 06 .27
School 34 17 .25
School 35 19 .47*
School 36 15 .28
School 37 19 .63**
School 38 25 .67**
School 39 18 .48*
School 40 1 0 .64*
a Number o f participating teachers in school 
b Pearson product moment correlation coefficient
* p<.05
** p< .0 1
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Table E.4
Summary o f Within School Correlation
Coefficients for the TSOEA TPSE Subscale
and the IPOE for All Schools
School na
TPSE/IPOE
rb
School 1 23 .31
School 2 40 . 2 2
School 3 44 .46*
School 4 31 .52**
School 5 2 2 .30
School 6 13 .36
School 7 19 .56*
School 8 15 .44
School 9 16 .65**
School 10 2 0 .75**
School 11 28 .45*
School 12 30 87**
School 13 14 .59
School 14 27 .32
School 15 16 .41
School 16 1 2 7 7 **
School 17 14 . 2 0
School 18 19 .60**
School 19 14 7 9 **
(table continues)
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School na
TPSE/IPOE
rb
School 20 1 2 .74**
School 21 2 0 .52*
School 22 15 .38
School 23 06 .70
School 24 19 .46
School 25 23 .48*
School 26 08 .76*
School 27 16 OO o * *
S chool 28 16 .49
School 29 17 .80**
School 30 29 .35
School 31 2 1 .69**
School 32 17 .42
School 33 06 .26
School 34 17 .49*
School 35 19 .23
School 36 15 .2 1
School 37 19 .49*
School 38 25 72**
School 39 18 .45*
School 40 1 0 .81**
a Number o f participating teachers in school 
b Pearson product moment correlation coefficient
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Table E.5
Summary o f  Within School Correlation
Coefficients for the TSOEA CPE Subscale
and the IPOE for All Schools
School na
CPE/IPOE
rb
School 1 23 .28
School 2 40 .14
School 3 44 .32*
School 4 31 .47**
School 5 2 2 .30
School 6 13 .27
School 7 19 .58*
School 8 15 .36
School 9 16 .51*
School 10 2 0 .45*
School 11 28 .41*
School 12 30 .75**
School 13 14 .53
School 14 27 . 2 0
School 15 16 .37
School 16 1 2 .63*
School 17 14 .15
School 18 19 .46*
School 19 14 .71*
(table continues)
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School na
CPE/IPOE
rb
School 20 1 2 .74**
School 21 2 0 .52*
School 22 15 .38
School 23 06 .70
School 24 19 .46
School 25 23 4^ 00 *
School 26 08 .76*
School 27 16 .80**
School 28 16 .49
School 29 17 .80**
School 30 29 .35
School 31 2 1 .69**
School 32 17 .42
School 33 06 .26
School 34 17 .49*
School 35 19 .23
School 36 15 .2 1
School 37 19 .49*
School 38 25 .72**
School 39 18 .45*
School 40 1 0 .81**
a Number o f  participating teachers in school 
b Pearson product moment correlation coefficient 
* p<.05
* *  p < . 0 1
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